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Introduction 

The Mapping of Religion and Education in Leeds is a small research project 

conducted by six undergraduate students at the University of Leeds between 

September 2017 and April 2018. The collective report contains six individual 

chapters:  

 

The Significance of Leeds Standing Advisory Council on Religious Education 

(SACRE)  

This chapter will explore the significance of SACRE in Leeds by firstly addressing 

their responsibilities concerning RE. This will be followed an exploration of Leeds 

SACREs strengths which include their diversity, democratic approach, successful 

syllabus, their support for schools and teachers, and their collaboration with Pennine 

Learning. Alternatively, their weaknesses undermine the significance of this, which 

include issues concerning attendance, having no specific requirements for members, 

a lack of funding, and the limit to communicating with teachers and monitoring 

schools. The evidence for this investigation has been largely collected by the 

perspectives of SACRE members, their educational consultant, and the Leeds City 

Council Schools Improvement Advisor. The evidence suggests that a voluntary 

group with no specific requirements for members, low attendance rates, little funding 

and an unclear purpose has limited significance on RE in Leeds. This either 

suggests that Leeds SACREs need more power and resources, or that they 

are unnecessary. The evidence may also indicate an issue with SACREs nationwide 

as the current legislation and its expectations of SACREs are impractical. 

 

Catholic Education in Leeds: Distinct and Beneficial? 

This chapter will set out the ways that the Catholic Church provides a distinctive 

education within Leeds and how this can be seen as beneficial to teachers and 

pupils within Catholic schools. The argument presented focuses on the traditional 

literature of Catholic educationalists and then assesses whether what they are 

saying is correct and relevant to Leeds. We found this to be the case, with the 
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Diocese of Leeds being seen to offer support to its schools which makes the 

education they provide beneficial. The main issues raised are the fact that the 

Catholic Diocese uses its own syllabus for RE (not the one written for Leeds City 

Council) and there is more time, resources, teaching expertise and support available 

to teachers in Catholic schools. In addition to being beneficial to the Catholic schools 

themselves, the Diocese’s representation on Local Authority consultative committees 

and the work of the Office for Education offer benefits to all educational 

establishments across Leeds.  

 

Interaction between Church of England Parishes and their Parish Schools in 

Leeds 

This chapter explores the relationship between Church of England Parishes in Leeds 

and their local parish schools. Looking at various scholars and literature, interviews 

conducted with parish priests, chaplains and education officers across Leeds 

Diocese and information provided on the Anglican Diocese of Leeds website, this 

chapter argues that although there are many areas of good practice happening 

throughout the Anglican Diocese of Leeds when it comes to their interactions with 

schools, there are also many areas of improvement that can be made. This chapter 

will explore these relationships looking at various factors such as diocesan support, 

parish priests acting as school governors to their local Church of England schools, 

the diocesan Religious Education Syllabus, and visits to Anglican places of worship.  

 

Secondary Schools, Places of Worship and Pupil Development in Leeds 

This chapter explores the relationship between secondary schools and places of 

worship in Leeds. Based on perspectives of RE teachers and members of places of 

worship in Leeds, it argues this relationship could be stronger. The chapter then 

moves on to consider whether secondary school visits to places of worship in Leeds 

encourage pupil development. The main themes of pupil development considered 

are a deeper understanding of RE, personal values and community identity; other 

tenets of pupil development will also be considered for example spiritual, moral, 

social and cultural development (SMSC) and Fundamental British Values. The 

chapter focusses on lived religion and experiential learning inside places of worship 

in Leeds to argue the main three themes of pupil development are strongly 



6 
 

encouraged during secondary school visits to religious buildings in Leeds. 

Comments from participants in Leeds about types of pupils more likely to benefit 

from visiting places of worship will also be incorporated. This chapter therefore 

highlights the ability of members of places of worship in Leeds to host a valuable 

educational experience for all pupils. 

 

The Visibility or Invisibility of Buddhism, Hinduism and Sikhism in Educational 

Spaces in Leeds 

This chapter of the report argues that Buddhism, Sikhism, and Hinduism as minority 

religions in Leeds are somewhat invisible compared to other religions in the school 

curriculum, especially at GCSE. Additionally, a lack of engagement between 

secondary schools in Leeds and places of worship in Leeds further causes 

Buddhism, Sikhism, and Hinduism to be more invisible than other religions in a 

school-type educational space. The three religious communities have a heavy 

presence within the interfaith networks, and within each traditions’ place of worship, 

a vast amount of education takes place to educate their own community about their 

religion and culture.                                                                                                                                                                                                                                                                                                                                                                                

 

The Prevalence of Islamophobia in Schools across Leeds 

This chapter explores the frequency of Islamophobia in educational settings across 

Leeds. It challenges the mainstream media assumption that Islamophobia is on the 

rise in schools. The chapter uses research from those at the forefront of dealing with 

discrimination in schools, to non-governmental organisations campaigning for 

awareness of such intolerances, this chapter seeks to establish a picture of the 

current situation in Leeds schools, who is vulnerable and what is being done in order 

to counter this. Throughout the chapter, the differences between the situation in 

across the UK compared to the situation in Leeds is addressed, as are the difficulties 

that arise with researching Islamophobia.  

 

Collectively, these reports aim to investigate the relationship between religion and 

education in Leeds. Although this report presents individual chapters, we have 

identified important themes that are evident throughout. These include: places of 
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worship; issues in RE; support networks; minority religions; interfaith work and the 

significance of the RE syllabus. Without any of these themes being studied, the 

mapping of religion and education in Leeds would not have been sufficiently 

assessed as their interaction has played an integral part in shaping the research and 

conclusions which have been produced.  

 

As a team of student researchers, we study a wide range of degree programmes 

including Theology and Religious Studies, Sociology, History and Philosophy, 

allowing an aggregation of different skills and experiences which has enriched our 

research. This report contributes to the Community Religions Project (CRP) (see 

directory, p.147). The CRP is a continuing research facility, created in 1976 to 

document the ever-changing face of religion in Leeds by conducting empirical 

research across the city. In previous years the research project has focused on a 

geographical area of Leeds. For example, in Kirkstall (Booth et al., 2015), 

Chapletown (Adams et al., 2014), Meanwood (Alder et al., 2013), and Beeston 

(Cawdron et al.,2011). However, the research conducted in 2017-18 involved a 

thematic approach, exploring religion and education in Leeds. 

 

A general overview of the history of Religious Education (RE) in Leeds provides 

context for our investigation on religion and education. This is important for both the 

research project as a whole, and on an individual basis, as it is the interaction 

between religion and education across Leeds that is the core theme that underpins 

the entire project. The Elementary Education Act 1870 was the first legislation 

regarding a nationwide provision for education in the UK. According to Copley, the 

Act allowed for the establishment of school boards, and subsequently, board schools 

(named after those who were appointed to control them) which ran alongside 

voluntary schools, in order to provide alternatives to the dominant Church-led 

education. The schools provided religious instruction for its students, which was 

Christian in nature but non-denominational. This, in turn, led to the development of 

the withdrawal clause from religious instruction in which parents could remove their 

child from such teaching if it was not in line with their denominational beliefs (1997, 

p.30) 
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Following from this, the Education Act 1944 created a distinction between Religious 

Instruction (RI) as a classroom subject and whole school worship. Copley notes that 

the provision of RI became a statutory obligation which required that every school 

(both county and voluntary) must undertake a minimum of one hour per week in 

order to meet the legal requirements. The withdrawal clause remained in place 

providing that suitable alternatives for religious instruction were provided, such as 

through a Sunday School. In addition, all schools now had legislation that made the 

teaching of non-denominational RI a requirement in order to allow students to 

develop their own personal perspectives. However, due to the demographics of the 

UK at the time, this remained focused around Christianity and biblical content.  The 

provision of RI developed throughout the later part of the 20th century to include 

world religions and ethics-based issues rather than just Christianity, which resulted in 

a significant decline in biblical studies (1997).  

 

According to Copley, the 1988 Education Reform Act renamed the classroom subject 

known as RI as Religious Education (RE) which was required to teach the major 

religions of the UK population, although reflecting that the prominent religious 

tradition remained to be Christianity. The Act also resulted in the creation of the 

National Curriculum, in which three core subjects were identified (1997). However, 

Copley recognises that there was a ‘confusing’ element as whilst RE was not 

included in the National Curriculum, it was still required to be a compulsory subject 

until key stage 4 (1997). RE plus the National Curriculum subjects were to be known 

as the ‘Basic Curriculum’, however further expansion on this term was never offered 

(Copley, 1997, p.133).  

 

The current laws concerning RE in England state that every maintained school must 

provide RE, alongside the National Curriculum, for every registered student within 

the school unless withdrawn with parental consent (Schedule 19 of the School 

Standards and Framework Act, 1998; NATRE, n.d., p.1). The nature of the RE 

provided has changed in recent years with the publication of the National Framework 

for RE 2004 and 2010, both non-statutory guidance for those creating and delivering 

the Locally Agreed Syllabus. The guidance describes the importance of not only the 

effective delivery of RE, but to consider the importance of RE with regards to “cross-
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curricular dimensions such as identity, cultural diversity and community cohesion” 

(Department for Children, Schools and Families, 2010, p.5) 

 

Leeds City Council identifies 61 secondary schools and 226 primary schools in the 

area (2018). These schools will be either a: community, foundation, voluntary-

controlled, voluntary-aided, academy or free school. According to Gov.uk (n.d.), the 

schools are defined as follows:  

 Community: a state-funded school controlled and funded entirely by the 

Local Authority. 

 Foundation: run by the governing body who own the school land, but are 

funded by the Local Authority.  

 Voluntary-controlled: schools funded by the Local Authority but with some 

involvement from a charity or religious institution. For example, owning school 

land or appointing governors.  

 Voluntary-aided: usually known as church or faith schools. They can be 

linked to a religious institution or a charity, of which they are partly funded by, 

alongside the Local Authority.  

 Academies: all-ability, state-funded schools which have independent 

sponsors. Academies can have a religious character or not.  

 Free: state-funded schools that are not run by the Local Authority.  

 Independent: private schools that charge fees instead of being funded by the 

state.  

  

RE in maintained schools (community, foundation, voluntary-controlled and 

voluntary-aided schools without a religious character) is set by the Locally Agreed 

Syllabus, which is recognised as the “key document” (NATRE, n.d., p.1; Religious 

Education Council et al., 2017, p.11).  Consequently, the syllabus is “not to be 

subjected to such central direction” like other National Curriculum subjects (Cox, 

1989, p.24). The Agreed Syllabus is however required to “reflect the fact that the 

religious traditions in Great Britain are in the main Christian whilst taking account of 

the teaching and practices of the other principal religions represented in Great 

Britain” (Education Act 1996 Section 375(3), n.p.; School Standards and Framework 

Act 1998, Schedule 19, n.p.). Academies (which are still required legally to teach 
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RE) should arrange for RE to be taught according to the requirements for agreed 

syllabuses within the Education Act of 1996 and the School Standards and 

Framework Act of 1998 and not according to a particular catechism; academies thus 

have the freedom to design their own syllabus for RE within these requirements but 

are at the same time also able to follow the locally agreed syllabus (Religious 

Education Council et al., 2017, pp.11-2). Furthermore, schools with a designated 

religious character (including academies and free schools, but not foundation or 

voluntary-controlled) are also “free to make their own decisions in preparing their 

syllabuses” (Religious Education Council et al., 2017, p.11).  

 

Collective worship is also discussed in the School Standards and Framework Act 

1988. It explains that every student in a community, foundation or voluntary school 

should participate in an act of daily worship (School Standards and Framework Act, 

1998). However, this is not required to be a whole school assembly (Copley, 1997, 

p.150; Education Act 1988). The arrangements for collective worship should be set 

by the Head Teacher and the governing body and should be of a broadly Christian 

character (School Standards and Framework Act, 1988, Schedule 20). Considering 

that each school must provide RE and collective worship for every student (School 

Standards and Framework Act, 1998), this suggests that religion (whether in RE as a 

subject or not) is still relevant in education despite the recent policy changes. 

Consequently, the study of religion and education in Leeds can be considered wide 

and varied. For this reason, our research is not fully comprehensive, but instead 

explores particular areas of interest in detail.  

 

More recently, there have been multiple changes in the education policy which have 

directly affected RE within schools, including those in Leeds. The three major 

changes are: the rise of Academy schools; the removal of short course RE from 

league tables; and the implementation of the English Baccalaureate (the EBacc) and 

its exclusion of RE. Firstly, the decline in RE in schools has been heightened by the 

rise of Academy Schools. A report conducted by the Religious Education Council, 

NATRE and RE Today Services suggests that academies (followed by schools 

subscribed to the Locally Agreed Syllabus) are least likely to provide adequate 

provision for RE compared to those with a religious nature (2017) which 
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demonstrates this recent decline. With 28 out of 61 secondary schools in Leeds now 

recognised as an academy (Gov.uk, 2017), it can be assumed this is also the case in 

Leeds. Schools following the Locally Agreed Syllabus are also reducing their 

provisions for RE despite the fact it remains compulsory (Religious Education 

Council et al., 2017). The removal of the RE short course from school league tables 

has also caused "a serious and negative impact on the number of pupils choosing to 

take RS at GCSE level" (NATRE, 2015, n.p.). This is evident in Leeds, with only 

three schools stating within their website that they now offer short course, with only 

two of these asserting it as compulsory. 

 

The EBacc, implemented in 2010, acts as a performance measure for schools; the 

premise is that there are five subjects (Maths, English, Science, a Modern Foreign 

Language and either History or Geography) which students must study to ‘achieve 

the EBacc’ and schools are measured on how many students do this; the subjects 

specified are suggested to schools as favoured by Universities (Bolton and Long, 

2017; Religious Education Council et al., 2017). The government have stated that 

the exclusion of RE from the EBacc is because “including it alongside other 

humanities subjects in the EBacc could reverse the recent increases in the take up 

of History and Geography” (Bolton and Long, 2017, p.8). The exclusion of RE from 

the EBacc has had a detrimental effect on the size of RE GCSE classes, as less 

students are now choosing RE less due to their limited options for GCSE study, 

causing a decline of RE in schools (Religious Education Council et al., 2017).  

 

The increasing number of policy changes in recent years appears to have diminished 

the significance of RE in schools across the nation, with over a thousand schools not 

making any entry for an RE qualification (NATRE, 2015). Furthermore, whilst there 

was a 3.6% decline of RE A Level uptake from 2016-17, this is still double the 

amount entered in 2002 (Commission on RE, 2017, p.35). This highlights that future 

of RE is unpredictable. Therefore, throughout the course of this report we have 

offered solutions and potential consequences of the changing face of RE in Leeds 

schools today. These issues will be further explored throughout the course of each 

individual chapter. 
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Methodology 

As with any fieldwork-based project, the appropriate methodology needed to be 

tailored to ensure that an accurate portrayal of religion and education in Leeds was 

depicted. Previously, the methodology for the religious mapping of Leeds adopted a 

geographical or spatial approach, which is useful to see how the religious context of 

an area changes over time (Knott, 2011). However, due to the adapted nature of this 

year’s project, we have taken a thematic approach and therefore have tailored our 

methodology to suit this type of research.  

 

After assessing the benefits of each potential method, we decided to apply a multi-

method approach which consisted of semi-structured interviews and questionnaires, 

allowing us to collect both quantitative and qualitative data. The quantitative data we 

collected was important to establish any patterns, but as Jenson describes religion is 

a “semantic and semiotic composition” (2011, p.45), which concerns meaning, 

therefore qualitative data was needed to ask the ‘why’ questions which are so crucial 

to the research and study of religion. There were multiple avenues available to 

explore; religious education providers can be multifaceted ranging from RE lessons 

based on the Locally Agreed Syllabus to instructional education in places of worship. 

Consequently, research was narrowed down to focus on the 61 secondary schools in 

Leeds, which was further narrowed to include only the 52 academies, maintained 

and independent schools and thus excluded special schools. Places of worship and 

organisations linked to religion and education across Leeds were also included as 

appropriate in the research in order to develop specific themes.  

 

The research had two distinct stages: firstly, background research and secondly, 

fieldwork in Leeds. The background research included utilising data from a range of 

secondary sources and literature. This provided us with basic knowledge, enabling 

our understanding of key terminology and recent developments or issues concerning 

religion and education. Census data was also used to assess how Leeds compared 

with the rest of the UK, as well as how individual areas in Leeds compared with one 

another. Despite the benefits of this data, it was limited by the fact the last census is 

now over seven years old and is likely to be subject to change. In addition to 
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available governmental data, we also utilised information from websites and recent 

reports from organisations affiliated with the teaching or standards of RE. This 

includes information from the National Association of the Teacher of Religious 

Education (NATRE), the Religious Education Council, the National Association of 

SACRE (NASACRE), Pennine Learning and many more.  

 

Another key feature of planning our approach to the research was to geographically 

define the boundaries of our research area. Some of our topics of research focus on 

religious denominations that may use different boundaries for the area of Leeds, but 

to make our project cohesive and focused we decided to use the official Leeds Local 

Authority boundary for Leeds (figure 1) and study any relevant people and places 

that are situated within this area. 

 

 

Figure 1: Leeds City Council Management Areas Map (Leeds City Council, 2012) 

 

The majority of our research was gathered through interviews. Due to this, we had a 

great deal of qualitative data to 'map' religion and education in Leeds. The interviews 
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we conducted all followed a semi-structured format. This involved using pre-

determined, open questions which enabled a discussion between the researcher and 

participation, meaning that particular areas of interest could be explored further. As 

Bremborg explains, semi-structured interviews “start with specific themes and issues 

but remain open for new questions to come up” (2011, p.310). We found that this 

was particularly useful considering that we were interviewing a wide range of people, 

from representatives of places of worship, to teachers and charity workers. This 

meant that each person had their own expertise within the broad theme of religion 

and education; it was clear from the outset that one set of questions would not be 

appropriate, even between individuals in the same profession. For example, one 

teacher may be employed in an academy whilst another would be employed in a 

maintained school. Semi-structured interviews meant we could target these 

variations and take full advantage of their differing perspectives. Consequently, when 

the "new questions" that Bremborg (2011, p.310) referred to did occur, the less 

restricted structure gave the opportunity for these to be explored.  

 

Bremborg further argues that semi-structured interviews are useful within the study 

of religion because “people’s beliefs are diverse and multifaceted” which is harder to 

grasp within a quantitative method (2011, p.310). This was clearly shown in the 

variation of responses to questions such as 'what is pupil development?' or 'what 

makes Leeds distinct?'. This suggests that the semi-structured interviews are not 

only applicable to the study of religion, but also education. Furthermore, having 

conducted our interviews, we know this was beneficial as many people could 

contribute to more than one area of religion and education. This suited the theme we 

explored, for the interviewee's may have been contacted following their involvement 

in one specific area of religion or education but could possibly have been involved in 

other areas of our research; for example, if they were a local priest but also 

conducted visits to secondary schools. This meant we could uncover these other 

areas of our research, even though this was not the initial intention of the interview, 

and we may never have been aware of it under an alternative, restrictive interview 

method.  

 



15 
 

However, there were also limitations to this method. As previously discussed, some 

participants could contribute to more than one area of our investigation, often with a 

depth of knowledge and opinions. It was evident however from the start of our 

research that arranging a suitable time to meet people was difficult; many 

interviewees had full time jobs alongside other commitments. Perhaps this is why 

many people did not respond to our initial contact or stopped responding when 

attempting to arrange an interview. This is why many participants were alternatively 

sent a questionnaire. Nevertheless, the interviews we did organise were often 

restricted to one hour or less. Consequently, we were limited by the depth that we 

could explore the new areas of discussion that developed within the interview. 

Furthermore, if the interviewee had a great deal to say about more than one area of 

religion and education, that covered different areas of research, it was difficult to 

ensure each area was given adequate time. It was frequently the case that some 

topics had to be rushed as a result of these time constraints.  

 

As previously mentioned, many participants were time-restricted. Most notably this 

involved a lack of responses from teachers. However, as we valued all contributions 

to this research, questionnaires offered the opportunity to hear the perspectives of 

the participants who did not have time to meet us – a more convenient alternative. 

Bryman suggests that a limitation of using questionnaires is that they are “not 

appropriate for all kinds of respondent” (2015, p.224). Bernard also recommends 

tailoring questionnaires to suit different people's expertise (2017). For that reason, 

our questionnaires (much like our interviews) did not follow one prescribed set of 

questions but instead were adapted depending on its recipient. However, these 

variations were still in keeping with the theme of religion and education, ensuring the 

coherency of our investigation.  

 

In comparison to using interviews, questionnaires are useful as they eliminates the 

risk of interviewer effects, as suggested by Bryman (2015). This means that 

participants in Leeds would be less likely to be influenced by us (as researchers) 

when asked questions during an interview. Consequently, answers provided are 

more likely to be genuinely the participant’s own opinion. Despite this, unlike 



16 
 

interviews, using questionnaires meant that if a participant could not understand the 

question, we were unable to explain the question in further detail. This could have 

led to participants being inconvenienced (perhaps having to contact us to elaborate) 

or questions being skipped altogether, meaning we could have had a “greater risk of 

missing data” (Bryman, 2015, p.224). Additionally, in comparison to using interviews, 

using questionnaires meant that we could not follow up on responses given which 

sometimes meant that we had been given an interesting short answer as part of a 

questionnaire response, but we were not able to ask the participant for more detail. 

 

In order to maintain the integrity of the research, we abided by a set of approved 

ethical guidelines set by the University of Leeds. This was designed to keep our 

participants from harm during our research (Bryman, 2012). Initially, we decided to 

reject the opportunity to gain approval to interview students or children due to the 

difficulty of gaining approval for this type of research. Therefore, this research does 

not consider the viewpoints of current students or those under 16 year olds in Leeds, 

which has somewhat limited the conclusions our research team have made. To 

ensure the ethical guidelines were met, we provided each participant with an 

information sheet detailing what the research involved and where the data would be 

used (see appendix 3). Participants were then given a consent form (see appendix 

4) to sign, thus evidencing their informed consent having read the required relevant 

information regarding the research. Interviewees were also given the opportunity to 

ask any questions or request clarification on any part of the research. It was also 

reiterated to participants that they had the right to withdraw from the research at any 

time. Furthermore, as the research is set to be publically available, participants were 

given the option of remaining anonymous, however, the context of their responses 

may potentially allow them to become identifiable.  

 

Collectively, this report presents evidence from 40 research participants who have 

been identified as having a significant role in religion and education in Leeds. This 

includes responses from 7 secondary schools in Leeds (despite contacting over 40), 

25 places of worship (despite contacting over 100) and 8 others (despite contacting 

18) who work on either religion or education in Leeds. It is evident within this that 
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some areas of research lacked wide representation. Most notably, from teachers (as 

previously discussed), SACRE members and members of places of worship. A lack 

of respondents to research has often been recognised in past mapping reports, 

including Kirkstall (Booth et al., 2015, p.9) and Meanwood (Alder et al., 2013, p.6) 

which may suggest the nature of the research is why people may not respond. 

Furthermore, an alternative reason for a lack of respondents may be that some 

places of worship do not have an employed designated member of staff that would 

deal with our queries. Having conducted our investigation, it can additionally be 

argued the lack of respondents may be attributed to the negative connotations 

associated with the term 'research'. This issue is mirrored by Burns who argues the 

wider issues surrounding the research topic lead to a lack of participation (2015). 

Arguably, some interviewees may have been concerned that their contributions may 

have been controversial. This is heightened by the fact the report is published, even 

though the interviewees are anonymous, unless they have agreed otherwise; it was 

clear that some interviewees worried that they could still be identifiable by the 

context of their contributions if their involvement in religion or education was distinct.  
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Mapping the Significance of Leeds Standing Advisory Council on 

Religious Education (SACRE) 

J. Kennedy 

 
In 2004, Ofsted claimed SACREs had “relatively little impact on schools” across the 

UK (2004, p.24). More recently, the Commission on Religious Education similarly 

stated the role of SACREs “has been diminishing in many local authorities” despite 

recognising their importance “in promoting and supporting RE” (2017, p.6). This 

suggests a continuing lack of significance for SACREs and their responsibilities 

concerning RE and collective worship, which may impact the wider issues identified 

in our introduction. This chapter argues SACRE’s lack of significance is evident in 

Leeds; a voluntary group with low attendance rates, little funding and an unclear 

purpose has limited significance for RE. The strengths and weaknesses of Leeds 

SACRE, explored throughout this chapter, show that although some members are 

committed to the group’s obligations, Leeds SACRE’s limited significance is caused 

by a lack of power and resources to perform their roles to the full extent.  

  

The Roles and Responsibilities of SACRE 

According to Bates, Leeds did not have an established SACRE prior to 1988, and 

therefore “teachers [were left] to decide what should be included in their RE lessons” 

(2016, p.69). However, SACREs became compulsory in every local authority in the 

Education Reform Act of 1988 (Copley, 1997, xiv; Cox, 1989a, p.52). Cox explains 

this development as the government relying on SACREs to “take a leading role in 

monitoring how religion is dealt with in schools” and the local authority’s support of 

this (1989a, pp.52-4). The voluntary members are part of four committees: “A: Faiths 

and Denominations”; “B: the Church of England”; “C: Teachers”; and “D: Leeds City 

Council” which meet three-four times a year (Leeds SACRE, 2017, p.6). In Leeds, 

committee A includes representatives from the Buddhist, Hindu, Baha’i, Methodist, 

Baptist, Orthodox, Jewish, URC, Pentecostal, Roman Catholic, Sikh, Salvation Army, 

Quaker and Muslim communities amongst its twenty-seven recorded members 

(Leeds SACRE, 2017, pp.42-43). This means many different religious 

representatives within Leeds can collectively “discuss matters of RE content and 

worship in Leeds schools” (Knott and Kalsi, 1994, p.175).  
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The majority of literature focusing specifically on SACREs is dated as most 

discussions are relevant to the introduction of compulsory SACREs (Education 

Reform Act, 1998). However, SACREs have been addressed more recently in the 

Non-Statutory Guidance which explains their responsibility to “advise the LA on RE 

given in accordance with the agreed syllabus” (Department for Children, School and 

Families, 2010, p.12). Furthermore, whilst the role of writing the agreed syllabus is 

completed by the ‘Agreed Syllabus Conference’ every five years, this usually 

comprises the same SACRE members (Department for Children, School and 

Families, 2010, p.11; Taylor, 1991, p.124, p.187). The fact this is recognised in both 

1991 and 2010 suggests a continual practice. Additionally, SACREs should “monitor 

the provision and quality of RE taught according to its agreed syllabus” and provide 

“support on the effective teaching of RE” (Department for Children, School and 

Families, 2010, p.12). This extends their advisory role to one of monitoring and 

supporting RE teaching. Although this understanding of contemporary SACREs is 

non-statutory, it has been recognised as a “full and detailed explanation” (Moore, 

n.d., n.p.).  

 

Leeds SACRE’s annual report explains their “compulsory statutory role” as advising 

the Local Authority on RE, and also on collective worship (2017, p.5), showing they 

conform to these expectations. Although a published report would be expected to 

claim these statutory roles are fulfilled, our research further evidences these roles 

are practiced, to some extent. For example, interviewee E discussed how Leeds 

SACRE make “determination decisions” which involves advising on a school’s 

request against the full legal requirements for collective worship (School Standards 

and Framework Act, 1998), a description of which is offered in our introduction (see 

p.10). However, in the last four years no requests have been made, which 

undermines the need for this function. Although this was only mentioned by one 

participant, it can be presumed as accurate considering their “active” role in SACRE 

(Leeds SACRE, 2016, p.5). Alternatively, more interview discussions reflected 

SACRE’s responsibilities concerning RE rather than collective worship; as one 

member explained, SACRE are “supposed to monitor and ensure there’s good 

quality RE teaching in our area” whilst discussions of collective worship referred to 

the outdated and inappropriate legislation (Interviewee E). This echoes Ofsted’s 
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claim that “collective worship generally occupies less of the time and interest” (2004, 

p.8).  

 

Leeds SACRE produced the Locally Agreed Syllabuses of 1991, 1996, 2006 and 

2015 (Bates, 2016, p.69; Leeds City Council, 2015). Within this, representatives 

have “an influential and sometimes decisive say in the formulation of the content of 

RE” (Panjwani, 2005, p.386). Some interviewees referred to this function; one 

member explained syllabus writing involved working groups with designated sections 

whilst another explained the syllabus is “continually looked at” with discussions for 

the 2020 revision already taking place (Interviewee E, H1 and Q). However, 

interviewee B and participant D alternatively referred to Pennine Learning writing the 

syllabus, an external organisation, specialised in training and resource writing and 

contracted by Leeds Local Authority to support RE (Pennine Learning, n.d.; See 

directory, p.146). From this, there appears to be some confusion between which 

roles are undertaken by whom. The Council’s Schools Improvement Advisor 

explained that Pennine Learning wrote the syllabus having worked with other local 

authorities. As the employed educational consultant, Pennine Learning are therefore 

continually involved in SACRE and supporting RE in Leeds. The Council’s School’s 

Improvement Advisor referred to Leeds SACRE as a “critical friend” to the syllabus.  

 

Leeds SACRE’s annual report states they “seek to serve and support all schools and 

academies within the city” but this more specifically includes a statutory obligation 

towards “community, voluntary controlled and Trust and Foundation schools without 

a religious designation” (2017, p.5).1 This support can involve advice on methods, 

materials and training (Cox, 1989a, pp.54-5). Our research reflects this with some 

SACRE members referring to offering teachers the opportunity to collectively discuss 

issues of RE, such as how to raise achievement (Interviewee B, E and H1), for 

example, within the Subject Leader Development Meetings. Although this initiative is 

organised by Leeds for Learning (2018; See directory, p.149), Leeds SACRE did list 

this as one of their developments towards “high quality CPD in RE” (2017, pp.8-9). 

Some interviewees also referred to offering training with guidance on controversial or 

                                                           
1
 A definition of these schools and their legal obligations can be found in our introduction. Schools of a 

religious character, such as the local Roman Catholic schools, alternatively receive support from their Diocese 
(Sykes, 2018). 
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difficult faith issues such as fasting, holidays, and clothing (Interviewee B and H1). 

Furthermore, Leeds SACRE’s annual report specifically referred to training NQTs 

and RE coordinators (2017, p.9). Other interviewees discussed providing teachers 

with information or resources (Interviewee B, M and Q). For example, offering a hub 

of resources with 70-90 schemes of work to practically support RE teaching. 

SACRE’s recent annual report also mentions the completion of eight “half-day 

review[s]” of RE provision in Leeds secondary schools (2017, p.14). This was 

discussed by the advisor who produces a report to benefit both the school and 

SACRE’s understanding and support of local schools (Interviewee B). These 

examples demonstrate SACRE’s efforts to fulfil their statutory roles to monitor and 

support RE. 

 

Strengths of Leeds SACRE 

This section will explore the strengths of SACRE identified by our research. Firstly, 

some interviewees believed the support SACRE offer RE teachers is beneficial. One 

respondent praised their engagement with the professional perspectives of teachers 

which guides SACRE’s approach (Interviewee E). This can also be evidenced 

through Pennine Learning’s Twitter feed which asks local teachers to complete a 

questionnaire concerning the syllabus revision (see figure 1). This conforms to 

SACRE’s “need to consult with teachers”, identified by Cairns, and “sensitively” 

consider this (1989, p.71). This is still evidently practiced nearly twenty years on from 

Cairns’ research. Some interviewees also reflected on the benefits of sharing good 

practice and expertise when RE can be isolating, which is facilitated by SACRE 

(Interviewee E and H1). The evidence of this strength is corroborated by a teacher 

who believed meeting other professionals was useful to standardise against other 

schools and share resources, especially as they were previously the only RE 

specialist (Interviewee C). Although we are limited in presenting the perspective of 

teachers (as discussed in our methodology), the fact there is a specific committee of 

teachers and some faith representatives had a background in teaching suggests this 

benefit can be widely appreciated, which reaffirms the effectiveness of SACRE’s 

support. Without assuming SACRE are the only available source of support, it is 

evident what they do offer demonstrates their significance on RE. 
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Figure 1: 

 

 

 

 

 

 

 

 

 

(Pennine Learning, 2018a) 

 

Many members further reflected positively on the hub of resources available to 

schools to supplement the syllabus (Interviewee B, M and Q). This is identified as 

the “most common and effective form of guidance” (Ofsted, 2004, p.23), suggesting 

Leeds SACRE offer the services expected of them. Doing so also directly avoids the 

issue Rose identifies, whereby external, non-statutory schemes are implemented in 

schools, but fail to meet the legal requirements of the agreed syllabus (2006, pp.192-

3). Leeds SACRE’s annual report further claims the success of these resources is 

evidenced by the fact the units of work “have been accessed by more than 400+ 

teachers” (2017, p.27). Despite having no evidence regarding their effectiveness, it 

can be assumed Pennine Learning’s expertise means SACRE can produce high 

quality resources. Consequently, this support highlights SACRE’s significance for RE 

in Leeds. 

 

The strength of the Leeds Syllabus for Religious Education (2015) can be evidenced 

through the interviewees who claimed it was widely welcomed in Leeds schools 

without complaints from teachers, students or parents (Interviewee B, E, and H1). 

Similarly, Leeds SACRE’s annual report refers to it as “successfully embedded” 

(2016, p.4). However, this assumes that the 150 schools are not only subscribed 

(according to interviewee B), but actually use the syllabus, and would thus have an 

opinion to share; the lack of feedback could alternatively reflect it has no significance 

for RE. It was however explained by members that the syllabus was “inclusive”, and 
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consequently practical, in two ways: the Philosophy, Ethics and Religion approach, 

and by covering 90% of the population’s religious beliefs (Interviewee B and E). The 

syllabus is therefore broad, which is recognised as distinct to the more “focused” 

Catholic Diocese syllabus (Sykes, 2018). Other members discussed how the 

syllabus is adaptable and expects teachers to attend to the demographics of their 

students (Interviewee E and M). This is arguably beneficial in Leeds by providing an 

opportunity to attend to the religiously diverse needs of the city (as illustrated by 

figure 2). However, there is a limit to how ‘flexibly’ RE can be taught. Brooks (2018) 

highlights that a teacher who followed the syllabus (Interviewee C) chooses 

Christianity and Islam at GCSE to attend to the student demographics as the 

majority religions, which continues to show less focus on Buddhism, Sikhism and 

Hinduism. The specific focus on Christianity and Islam was reiterated by Howl 

(2018). This contradiction may undermine the extent SACRE members can 

understand the success of the syllabus.  

 

Figure 2:  

 

 

 

 

 

 

 

(Leeds City Council, n.d., p.3) 

 

Leeds SACRE also engage with the issues of RE in Leeds identified throughout this 

report. Firstly, the lack of visits to places of worship, identified by Kara-Zaitri (2018), 

were responded to practically with a “directory of contacts” that welcomed schools to 

visit their buildings (Leeds SACRE, 2016, p.14). This resource is referenced in our 

own directory. Furthermore, interviewees E, M, Q and H1 referred to their visits to 

and from schools. This reiterates claims that the most effective SACREs support RE 

with these services (Ofsted, 2004, p.8). Despite, as previously discussed, their 

limited significance for collective worship, Leeds SACRE still addressed the topic 

with a half day course and guidelines for schools, highlighting an attempt to deal with 
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the issue of “outdated” legislation (Interviewee E; Leeds SACRE, 2016, p.4, p.21 and 

2017, p.23). This evidences that the group have the awareness and expertise to 

identify and address these issues accordingly, which demonstrates their significance 

for RE in Leeds.  

 

Furthermore, SACRE engage with wider issues concerning religion itself. For 

example, challenging prejudice and promoting equality was recognised as “one of 

the greatest strengths apparent” in eight schools recently inspected (Leeds SACRE, 

2017, p.16). This suggests that SACRE are aware of the suspected rise of 

Islamophobia discussed by Howl (2018) having identified this “difficult” subject 

warrants greater attention (Leeds SACRE, 2016, p.27). Furthermore, Pennine 

Learning addressed Islamophobia in their RE network event for primary teachers 

held in February, with discussions on tackling anti-Muslim abuse (see figure 3). This 

highlights that Pennine Learning, and therefore SACRE, can offer advice on many 

issues that their skills and knowledge enable them to address. Consequently, 

SACRE are significant in Leeds beyond RE. 

 

Figure 3: 

 

 

 

 

 

 

 

 

 

 

  

(Pennine Learning, 2018b) 

  

Some scholars identify the direct influence, dominance or priority of the Church of 

England’s independent committee as an issue (Copley, 1997, p.3; Cox, 1989a, p.53, 

1989c, pp.26-27). However, Leeds SACRE’s variety of religious representatives 
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address this concern. This was acknowledged by interviewees D, E and H1 with one 

explaining: “we’d be pretty high up if you compare us to a SACRE that’s pretty low in 

diversity”. This can be considered beneficial, considering that these faith 

representatives provide “specialist knowledge” and “expertise” (Chapman, 2009, 

p.215), which can inform SACRE’s work with a wide range of perspectives. Being 

situated in a religiously diverse city (as illustrated previously by figure 2) therefore 

means Leeds SACRE may not have to rely on external resources for perspectives 

which are not available in Leeds (Rose, 2006, p.189). However, it is claimed 

generally that some representatives do not have close links with their religious 

community and thus fail to represent their diverse needs and interests, which 

somewhat defeats the object (Ofsted, 2004, p.10; Chapman and Lowndes, 2009, 

pp.375-6). However, the interviewees often had strong expertise and knowledge of 

their place of worship (Kara-Zaitri, 2018, pp.95-6) and therefore seemed engaged 

with their community in Leeds which suggests they are sufficient in representing the 

interests. 

 

SACREs struggle to recruit representatives from minority religions and government 

funding has specifically addressed the issue (Ofsted, 2004, p.7; Department for 

Communities, 2008, p.97). However, Leeds SACRE have representatives from the 

Baha’i and Buddhist communities (Interviewee E; Leeds SACRE, 2017, p.42) which 

either suggests this issue is resolved or that it has never been a concern in Leeds. 

The 2011 census shows that 0.4% of the Leeds respondents identify as Buddhist 

(with 2,772 people) and 0.01% as Baha’i (with 48 people) (Leeds City Council, n.d., 

p.25). This suggests that despite small communities, minority religions are visible in 

the local determination of RE to the same extent as other communities. However, 

this is dependent on an active involvement which is not highlighted in the Buddhist 

representative’s low attendance in recent years (Leeds SACRE, 2016, pp.25-28; 

2017, pp.26-38) which may corroborate Brooks’ argument that Buddhism is not as 

visible in comparison to Sikhism and Hinduism (2018, pp.105-110). Furthermore, 

considering that Cox argues that only faiths with “an adequate presence in the area” 

have a right to be represented on SACRE (1989c, p.26), it is notable that a 

community of as little as the 48 Baha’i people in Leeds are represented but larger 

communities such as Rastafarian (0.02%) or Pagan (0.09%) are not represented in 

SACRE, yet arguably have the same (if not greater) local needs concerning RE 
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(Leeds City Council, n.d., p.25). This may reveal an alternative agenda for the 

smallest minority religions to promote their religion in the public sphere. It can also 

be argued that the faith communities without representation either have no interest in 

RE or participating in a local government setting, or that they believe their 

representation could offer little to RE.  

 

Leeds SACRE may be unusual in having a Humanist Chair. His involvement in 

SACRE started with limited participation as a guest member without a vote, but 

following changes set by the Local Authority he now Chairs SACRE. Participant D 

expressed that this is supportive of SACRE’s diversity and wide representation. 

However, in 2011 there were only 189 recorded Humanists forming 0.03% of the 

Leeds population, which therefore forms a minority community within SACRE (Leeds 

City Council, n.d., p.26). Although the Humanist representative could also be seen to 

represent the 28.2% that identified with “no religion” (Leeds City Council, n.d., p.3), 

his involvement may reveal a similar agenda to the Baha’i and Buddhist faiths to 

promote humanism (as a minority perspective) in SACRE’s local government setting. 

Watson argues that secular perspectives have faced “lower value” within the 

syllabus and that many teachers, advisors and SACRE members lack understanding 

of Humanism (2010, p.16). The Humanist representative’s involvement in SACRE 

avoids this issue, and should thus be considered a strength of Leeds SACRE. 

 

Some interviewees reflected on how working with Pennine Learning has improved 

SACRE. For example, the educational advisors inspection of schools and providing 

teachers with professional development (Interviewee H1 and E). This “dual role” with 

both SACREs and schools demonstrates what Ofsted identify as an effective 

consultant (2004, p.150). Considering more recent reports recognise a 

“deterioration” of this professional support (Ofsted, 2013, p.21), Leeds SACRE avoid 

this issue, for Pennine Learning are significantly involved. Pennine Learning also 

work with other neighbouring local authorities, enabling joint SACRE meetings with 

Kirklees, Bradford and Calderdale. Many interviewees praised this opportunity to 

hear different perspectives in addition to those within Leeds SACRE, as well as 

sharing resources (Interviewee H1, E and participant D). This included a Council 

member, which reflects that it is not only felt by SACRE members, but the Local 

Authority. The initiative was also recognised by Leeds SACRE as “one of the most 
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positive developments” in 2016-17 (2017, p.4). It can therefore be proposed that it is 

Pennine Learning that is significant to RE in Leeds, considering this enabled the 

practice.  

 

Issues of Leeds SACRE 

This section will alternatively consider the challenges facing Leeds SACRE 

evidenced by our research. One issue frequently mentioned was the barrier to 

communicating with teachers and how much of SACRE’s support was used to its full 

potential (Interviewee E and M). Similarly, Leeds SACRE’s annual report discussed 

the lack of feedback from online surveys where only thirteen Leeds schools 

responded (2017, p.13). Although this does not necessarily indicate teachers are not 

supported by SACRE, the lack of communication highlights SACRE’s limited powers 

in measuring the effectiveness of their work. Despite the evident intent to help 

teachers, interviewee E explained that it is impossible to interact with every RE 

teacher in Leeds. Although teachers are involved in SACRE’s committee C, having 

“only two people around the table who are teachers” causes inevitable challenges 

(Interviewee E). This may be heightened by the lack of specialist RE teachers in 

maintained, non-faith schools (Sykes, 2018, pp.50-1). Furthermore, Ofsted claims 

there are “limited” teachers actively involved in SACRE (2004, p.21). Consequently, 

the evidence suggests the issue is a lack of communication caused by teachers 

generally failing to engage with SACRE, thus causing difficulties in understanding 

their perspective or improving support.  

 

Ofsted recognises that teachers are generally unaware of SACREs, or claim that any 

support has diminished (2004, p.21; 2013, p.6). This was evident in our research; 

one teacher discussed that she “would be interested to see how [they] could work 

with [SACRE]” (participant G). Although this is only one perspective following the 

lack of teacher respondents (as discussed in our methodology, pp.18-9), the 

unfamiliarity may corroborate Ofsted’s claim. It can also be expected that the 

SACRE members interviewed may provide a biased perspective in their assumption 

that people know about SACRE. Supporting this, an overwhelming majority of the 

local Anglican priests interviewed had limited knowledge of SACRE (Interviewee A1; 

B1; C1; E1; G1; I1; J1; L1; 1; Y and Z). Derbyshire claims that Anglican priests are 

more concerned with schools within their own diocese (2018), which could offer an 
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explanation to this lack of awareness. Alternatively, it may be more plausible that 

Leeds SACRE are generally unknown, which is concerning to their representation of 

the local perspectives, and thus undermines their significance.  

 

Furthermore, SACRE’s role to monitor RE can be limited. Although some schools 

provision of RE was inspected, this was only in eight schools (Leeds SACRE, 2017, 

p.14). Leeds can therefore still be at the “serious disadvantage” caused by a lack of 

knowledge from schools (Ofsted, 2004, p.15). This issue was illustrated by one 

SACRE member (interviewee E): “we seem to have responsibilities but without the 

ability necessarily to do them”. This was highlighted by the recommendation that the 

Department for Education should publish data concerning RE provision “routinely in 

an accessible format” to enable SACREs “to more easily fulfil their duty to monitor 

RE in their local area” (Religious Education Council et al., 2017, p.7). Furthermore, 

Clarke and Woodhead suggest SACRE’s difficulties regarding their engagement with 

local schools is “usually through no fault of their own” but is alternatively associated 

with the existing system (2015, p.37). This includes the 51 recorded academies in 

Leeds (Leeds City Council, 2016, p.6) which are not required to follow the agreed 

syllabus but are free to do so (Religious Education Council et al., 2017, p.12). 

Although this theoretically reduces SACRE’s responsibilities without the legal 

obligation to monitor these schools (Religious Education Council, 2013, p.35; APPG, 

2013, pp.34-6), interviewee B claimed that most academies do use the syllabus. 

Consequently, SACRE’s lack of powers to monitor such schools can cause their 

limited significance on RE.  

 

Chapman and Lowndes argue that faith representatives are “among the most 

challenging recruits” (2009, p.371). This was echoed by Leeds SACRE who seem to 

appoint members that express interest rather than being nominated (Interviewee B 

and E, H1). Some interviewees raised concern that this method had no specific 

criteria, such as a speciality in the faith or a teaching background (Interviewee B, E, 

U and V). However, some of these perspectives came from non-members, and may 

represent a biased understanding. Cox further suggests that although some 

members may be “influential and prestigious” in their faith, this does not avoid an 

“insufficient connection with teaching to make informed contributions to educational 

discussions” (1989a, p.55), which supports the criticism as plausible despite the date 
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of Cox’s research. However, most faith representatives interviewed did have this 

valuable background in teaching, and recognised this motivates their involvement in 

SACRE (Interviewee B, M and H1). Only a proportion of members were interviewed 

due to the lack of respondents (as discussed in our methodology, pp.18-9).  

 

Cox also refers to the concern that some Christians may use their representation to 

enhance their “manifesto for the re-Christianising of Britain” (1989b, p.82). Although 

Leeds SACRE are supposedly diverse and democratic, interviewee E explained that 

members have suggested “all RE needs is the 10 commandments” or question the 

relevance of non-religious perspectives in the syllabus, highlighting the continued 

relevance of the issue. This could reveal that not all SACRE members have the 

same agenda or do not have an appropriate background. Ofsted recommends that 

those without this should “receive appropriate training” (2004, p.13). However, this 

was not mentioned by any participants except for interviewee E who explained “the 

chair has to make sure members do understand [the educational and legal 

background]”.  

 

Leeds SACRE’s attendance rates were recognised as an issue by interviewees H1, 

E, B and the annual report which claimed each meeting had an average of 30% 

attendance with only eight out of the twenty-seven members (2017, p.7). One 

member attributed this to the voluntary element, explaining “you can’t force people 

[to attend]” whilst another referred to the large commitment SACRE requires 

(Interviewee H1 and M). This raises issues over the productivity of SACRE in 

fulfilling their duties and any attempt to adequately represent each faith; it is thus 

considered vital to actively participate and “very frustrating” when people are not 

committed (Interviewee H1). For example, when members did not attend the working 

groups but objected the draft of the syllabus, issues arose (Interviewee E). This also 

undermines the strengths of diversity and democracy, considering that the actual 

meetings do not benefit from this. However, the fact Leeds SACRE recognise it as a 

threat to working with “integrity and effectiveness” and either “disqualified” inactive 

members for missing three consecutive meetings or “asked [them] to reconsider their 

positions” suggests the issue is taken seriously (2017, p.7, pp.27-31). However, until 

attendance issues are resolved it can be argued this will limit the impact of SACRE.  
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Leeds SACRE’s annual report states the Local Authority provide the resources 

necessary to fund training, consultancy and development (2017, p.9). This suggests 

some awareness of the significance of funding on the quality of SACRE’s work. 

However, Taylor (1991, p.99) and more recent reports by the APPG (2013, pp.34-6), 

Ofsted (2004, pp.13-19; 2013, p.22) and the Religious Education Council (2013, 

p.35) all identify funding for SACRE as limited or inadequate. Interviewees E, U and 

V echoed this, which suggests the issue is relevant in Leeds specifically despite 

SACRE’s recent report. This could have a detrimental impact considering that “the 

level and nature of funding is a key factor in determining the effectiveness of 

SACRE” (Ofsted, 2004, p.13). Consequently, funding affects SACRE’s ability to 

monitor and support RE which limits their significance in Leeds. It may therefore be 

that the Local Authority are not prioritising the subject, or lack the means to do so 

(Religious Education Council, 2013, p.7). However, to know this conclusively would 

require more research into what constraints Leeds Local Authority faces. Although 

interviewee E did refer to SACRE’s requests for additional funding (highlighting their 

intent for greater significance), SACRE’s achievements are limited until this occurs.  

 

Conclusion and SACRE’s Future 

To improve the standing of SACRE, I would advise that Leeds SACRE need to 

precisely articulate their purpose. This was supported by interviewee B and E who 

referred to SACRE’s “unclear” function. Ensuring Leeds SACRE members are aware 

of their role could prompt more active and able participation alongside a better 

understanding from teachers and local faith representatives. According to Ofsted, 

this shared understanding would result in effective practice (Ofsted, 2005, pp.5-6). 

Leeds SACRE’s annual report itself commented on how some proposals were simply 

“beyond [their] scope and resources” (2017, p.8). In light of this, SACRE need more 

power, resources and budget from the Local Authority to monitor, train and support 

RE teaching (Interviewee E, V and U). Formalising Leeds SACRE (perhaps with 

more paid roles) could avoid the weaknesses they are currently experiencing. The 

Commission on RE similarly recommends SACRE roles should be expanded with 

secured resources having recognised their value in supporting RE (2017, p.13). This 

would increase the significance of SACRE whilst maintaining the local element that 

some interviewees valued highly (Interviewee H1 and Q). Similarly, providing 

SACRE with more power would ensure the group’s expertise and intent to improve 
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RE would be fully utilised. This would consequently promote their potential 

significance in Leeds, rather than approaching SACRE as a mere legal obligation 

without the means to implement their intentions.  

 

Alternatively, many reports question whether RE should continue to be locally 

determined, prompting a review of the current arrangements with some suggesting 

greater national control, having failed to adapt to the lack of funding or rise in 

academies (Ofsted, 2010, p.49, 2013, p.4, p.22; Clarke and Woodhead, 2015; 

Commission on Religious Education, 2017). Whilst increasing a national profile may 

avoid RE’s marginalisation and the local authority’s financial pressure, this would 

ultimately change SACRE’s role and local impact on the subject (Rose, 2006, p.194; 

1998, p.392). Although Clarke and Woodhead propose a national SACRE (2015, 

pp.37-44), the State of the Nation report alternatively pay little recognition to SACRE 

as a solution to the lack of adequate RE provision (Religious Education Council et 

al., 2017). It is arguably for this reason interviewee E and H1 suggested that the 

reason the subject is marginalised is due to its local determination whilst 

interviewees B, D and E claimed the impractical legislation meant SACRE’s future 

was questionable; SACRE’s only function would be to make determination decisions 

which I have discussed is rarely exercised. In Leeds, the solution under the current 

legislation is instead to place increasing reliance on external organisations rather 

than SACRE which further undermines the need for ‘local’ representation. Ultimately, 

this may indicate SACREs are unnecessary which may anticipate a continued 

demise of their significance.  

 

To conclude, SACREs have relatively little authority to impact education (Taylor, 

1991, p.177; Copley, 1997, p.148; Ofsted, 2004, p.5, p.20). This is evident in Leeds, 

where this lack of power or resources means the significance of SACRE is limited. 

This is highlighted in many inevitable issues: SACRE cannot independently write the 

syllabus or monitor the schools following it or fully support its teaching as a voluntary 

group with a lack of attendance and funding. It is therefore not surprising that many 

of Leeds SACRE’s responsibilities are led by Pennine Learning, and why some 

interviewees recognised improvements following this (Interviewee E and H1). This 

dependency echoes the decline in the local authority’s ability to provide such 

services without external organisations (APPG, 2013, p.26; interview B). Likewise, 
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Leeds – as a large local authority – can be assumed to have a larger budget than 

smaller authorities (APPG, 2013, p.35). Consequently, it can be assumed other 

SACREs may have even less significance and that the current legislation expects 

too much of SACREs without the necessary resources for these obligations. 

Considering that the evidence echoes recent reports that acknowledge the same 

issues of SACRE in relation to RE provision (Commission on RE, 2017; Ofsted 2010, 

2013; APPG, 2013; Clarke and Woodhead, 2015) and that their lack of power is 

arguably inevitable, the most plausible explanation is therefore that the current 

arrangement of SACREs nation-wide are insufficient. Leeds SACRE’s limited 

significance for RE may therefore not be an exception within the UK.   
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Catholicism in Leeds: Distinct and Beneficial 

S. Sykes 

 

This chapter will explain how Catholic education is distinct from other education seen 

across Leeds, such as that provided by state schools, academies, independent 

schools and faith schools provided by other religions. This is through the Catholic 

purpose for schools being different, through their contributions to local education and 

through the teaching and administration of RE. I will also present and evaluate the 

evidence that we have found through conducting this report which suggests that 

Catholic education is beneficial to Leeds in various ways, such as through the more 

inclusive religious education and strong community ethos. This is particularly 

important to remember as Catholic schools and faith schools generally are often 

challenged by many people within society. One such example of this comes from 

Keith Porteous Wood, Executive Director of the National Secular Society, who stated 

that he felt faith schools are “divisive, they create injustice in their admissions 

procedures and they cause parents to lie and cheat to get places in publicly funded 

schools” (2007, n.p.).  

 

Leeds and the wider area of Yorkshire have historically had a prominent Catholic 

population since the Catholic revival when the influx of many Irish immigrants and 

local converts saw the religion grow rapidly through the nineteenth and twentieth 

Centuries. This had an impact throughout the country, but quite significantly locally 

as West Yorkshire attracted Irish workers due to its industrial nature (Willmer, 1994, 

p.191). The Catholic Church in Leeds therefore grew in number and resources 

throughout the nineteenth Century, which brought with it churches and schools, one 

of these being deemed “the finest school in the town” (Hagerty, 1994, p.43). This 

shows how Catholic schools in Leeds have at times been recognised as being within 

the best educational establishments within the city, and this chapter aims to see 

whether this is still the case. The local provision of Catholic schools has increased, 

alongside the number of state governed schools over time, with there now being 37 

schools provided by the Church in Leeds, which is equivalent to 10.3% of the 

schools across the city (National Statistics, 2017, n.p.).  
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History and Philosophy of Catholic Education 

When writing this chapter, I tried to use as much academic literature as I could to try 

and support my argument of Catholic schools being distinct and beneficial. James 

Hagerty (1994) offers one of the most specific discussions for this chapter as he 

specifically wrote about ‘Catholic Education in Leeds’ between the years of 1794-

1994. I have used this to understand the history of Catholic education in Leeds, with 

my chapter adding to this literature by assessing the current situation, as changes 

will have occurred since 1994. 

 

All of the participants that were interviewed to offer information on Catholic education 

in Leeds (Interviewees U, V, W, O1 and P1) suggested reading ‘Christ at the Centre: 

Why the Church Provides Catholic Schools’ by Marcus Stock (2013). This was 

because ‘Christ at the Centre’ offers the clearest and most recent reasons for 

Catholic education, particularly in England and Wales. It seemed logical to read this 

text early in our research, as its endorsement by national bodies such as the 

Catholic Truth Society and the Catholic Education Service (Stock, 2013, p.4) is also 

seen on a local level, with the Diocese of Leeds recommending that all of its schools 

follow the guidance and information presented by Stock (Interviewee W). What is 

also important to note is that Marcus Stock has been chosen as the Bishop of Leeds 

since this publication, which could have an influence on its local importance and 

position as one of the key texts used by the Diocese. ‘Christ at the Centre’ is clearly 

one of the most useful texts to refer to for this chapter, as it is the authoritative 

literature on the purpose of Catholic education, and it also highlights how Catholic 

schools are distinctive (Stock, 2013, p.13). In addition to these reasons to use ‘Christ 

at the Centre’, Catholic schools across Leeds are also encouraged by the words of 

Cardinal Vincent Nichols, Archbishop of Westminster and the most senior Catholic in 

England, who called it “a document that is clear, systematic and authoritative” and 

said it has his “full support” (Stock, 2013, p.5). 

 

In addition to using Stock (2013) as a source on the nature of Catholic education it is 

necessary to also read other academic literature on the subject, to look at how 

Catholic schools work and what scholars say about their level of success. Michael 

Hornsby-Smith wrote in 1978 that Catholic schools are key to developing a “strong, 

healthy Catholic community” which “contributes to the maintenance of a healthy 
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democratic society” (pp.25-7). Hornsby-Smith (2000) also provides a more modern 

discussion on the significance of the role of Catholic education in a changing, 

modern world. He recognises that the Catholic Church is being seen as increasingly 

redundant by those who view secularisation as the way forward and do not see the 

role of a specific faith school in a multi-faith society (Hornsby-Smith, 2000, pp.200-5). 

In response to this he argues that the Catholic schools are increasingly important as 

they not only educate their pupils, but offer young Catholics the chance to develop 

an understanding of their faith. This “reinforcing contribution of Catholic schools” 

(Hornsby-Smith, 2000, p.205) is therefore entirely beneficial to the Catholic 

community of Leeds as it is offering them a chance to continue the traditions of their 

religion. Some other scholars who have contributed to this discussion are Andrew 

Morris (2014) who has written on the social benefits of English Catholic schools, 

alongside T.J. Groome (1996) and Francis (2002) who both wrote about the religious 

nature of Catholic schools. 

 

Of these, Groome is particularly useful for this report as he discusses the nature of 

Catholic schools and the implications this has for the education they provide. He 

explains how the Christian nature of all the education in Catholic schools is important 

as it is the underlying purpose of the school and brings together every aspect of 

school life (1996, pp.20-1). The main implication of this is the fact that the Catholic 

RE department is not solely responsible for the moulding of “identity and agency”, 

with this being covered by the entire Catholic school community, unlike in state 

schools and non-faith academies (Groome, 1996, p.121). I confirmed that this was 

the case by interviewing a Head of RE in a Catholic secondary school in Leeds, who 

said they felt that the department can focus almost entirely on teaching and 

academic content (Interviewee W), whereas the Head of RE in a school of no 

particular faith said they felt burdened with extra responsibilities of developing the 

‘person’ of their pupils (Interviewee C). 

 

Catholic Education 

Catholic education, for the purpose of this chapter, is the education that takes place 

within schools provided and run by the Catholic Church. In 2010, 10% of all schools 

in England were Roman Catholic (Department for Education, 2010). Despite this 

being less than half of those provided by the Church of England (22.88%) it is still 
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clearly significant, as the next largest religious group of schools were Jewish schools 

which only made up 0.19% of the schools across England (Department for 

Education, 2010). The fact that Catholic schools make up the second largest group 

of faith schools in England makes understanding their contributions to education 

fundamental. The situation in Leeds is not too different from the national average, 

with 10.3% of schools in Leeds being Roman Catholic (National Statistics, 2017). 

 

Pope Benedict XVI made clear the purpose of Catholic schools in a statement at the 

Big Assembly in 2010. He said that "A good school provides a rounded education for 

the whole person. And a good Catholic school, over and above this, should help all 

its students to become saints" (Cox, 2018, n.p.). What this shows is that the Catholic 

Church feels that its schools are not just there to provide an academic education, but 

are first and foremost places of spiritual and moral development. This understanding 

would have implications for Leeds as it means that over 10% of its schools feel that 

they have an additional purpose to develop good, Christian people. The Diocese of 

Leeds acknowledges this and has expressed that its schools are “places where 

everyone is valued as a child of God, where every individual is enabled to mature 

towards their full growth in Christ and achieve their rightful potential” (Diocese of 

Leeds, 2008, p.2). What is most important is that this development is not just of 

Catholic children, but of ‘every individual’, and so Catholic education is not only 

beneficial to a selection of its students, but all of them. This statement from the 

Diocese is in stark contrast to the views of some, who criticise faith schools generally 

for being exclusive and restrictive of access to those who are not Catholic (Pring, 

2005, pp.54-5). Interviews with several Catholic educators (Interviewees U,V & W) in 

Leeds has confirmed that Catholic education in Leeds may in some cases seem to 

be on the surface restrictive as they prioritise Catholic children, but all schools 

accept those who are not Catholic and most non-Catholics who apply are offered 

places. Leeds at least shows that criticisms of faith schools cannot always be applied 

to Roman Catholic schools, and this may even be the case nationally. 

Another aspect of Catholic education that is worth mentioning is that the Church has 

traditionally encouraged those who wish to become teachers in its schools to attend 

its specialist Catholic universities (Naylor, 2000, pp.12-3). In 1950 the Archbishop of 

Liverpool stated that a Catholic teaching college is the ‘mainspring of Catholic 

education’ (Naylor, 2000, p.9). This statement shows how the Church sees the deep 
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importance of these colleges or universities to the maintenance of Catholic 

education, due to the fact that they are providing teachers with very specific training 

and expertise. These teaching universities did face criticism and a decline in intake 

numbers during the late 20th Century as they seemed to just duplicate the training 

provided in secular institutions (Naylor, 2000, pp.10-1). This has left the country with 

only five colleges providing Catholic teacher training which is criticised as many parts 

of the country are at a distance from a relevant training college (Naylor, 2000, p.16). 

These colleges can be found in London, Birmingham, Liverpool and Leeds. This is 

significant for the purpose of this chapter as Leeds has the added benefit of having a 

teaching college, Leeds Trinity University, which works closely with the Diocesan 

Education Office to provide the local area with specially trained Catholic teachers 

(Diocese of Leeds, 2018).  

 

Religious Education in Leeds’s Catholic Schools 

Religious Education holds an important position within Catholic schools across 

Leeds. This is seen through the way the subject is offered at least 10% of the school 

timetable to allow for an adequate amount of lesson time, as well as by the fact that 

nearly all RE teachers in Catholic schools across Leeds are subject specialists 

(Interviewees U and W). Our research for this project has shown that this is not 

always the case in other schools. This was seen at an academy in Leeds where only 

one of the other four RE teachers were subject specialists (Interviewee C). The 

subject content within secondary schools seems to be very similar to that presented 

in other types of schools across Leeds, with the main difference being that there is 

more of it (Interviewees B, C, H and U). This allows for each of the six major world 

religions to have some level of representation at KS3, with Hinduism, Buddhism and 

Sikhism having the least amount, but still at least one half term being dedicated to 

each of them (Interviewees U and V). Brooks (2018) shows how these religions in 

particular receive very little representation in most schools across Leeds, which I feel 

is probably due to the fact that they do not allocate as much time to RE as Catholic 

schools do so they have to prioritise the subjects they carry on to GCSE level, which 

is predominantly Christianity and Islam (Interviewee B). Primary schools across the 

Diocese are instructed to teach about the six major world religions too, but alongside 

this within the allocated RE teaching time they receive what is known as Religious 

Instruction. This is the teaching of beliefs and practices specific to the religious 
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tradition of the school and is therefore entirely based on Catholicism. When 

interviewing two people who had worked in both primary and secondary Catholic 

schools (Interviewees O1 and P1) they said that this background religious 

knowledge was needed at primary school to allow for less time to be spent on 

Catholicism in the secondary school curriculum, meaning that Religious Instruction is 

rarely seen after KS2 in Catholic schools. 

 

The national attitude to RE outside of Catholic education is generally rather negative, 

or at least one of confusion. Recently, there has been a declining number of pupils 

choosing to study it, with teachers themselves not being sure of the direction the 

subject is taking (Religious Education Council et al., 2017, pp.5-7). Through 

interviewing local people who teach or work within RE administration, this national 

trend is also felt within the area of Leeds (Interviewees B, H and N). One teacher 

that was interviewed said that they had experienced a reduced number of students 

opting to choose to study RE, which they felt was due to the subject being excluded 

from the recently introduced English Baccalaureate (Interviewee H). Since RE does 

not seem to be affected in the same way in Catholic schools then pupils in a Catholic 

school would be in a better position than pupils in other schools.  

 

In addition to this there are issues of resourcing and allocation of time that seem to 

diminish the role of R.E. within state schools across Leeds. It has been found that 

many schools will have few, if any, R.E. specialist teachers (Interviewee C), which 

will clearly be a problem as pupils are being taught by those without the expertise of 

training within the subject (Religious Education Council et al., 2017, p.34). Alongside 

this, when conducting research for this report it has been seen that a growing 

number of schools are finding ways to actually avoid teaching R.E. at all, which 

clearly violates their legal requirements (Religious Education Council et al., 2017, 

p.34). This has all been displayed in the ‘State of the Nation’ report which was 

conducted by the Religious Education Council and NATRE to confirm that RE is 

being neglected nationally, which is a fear of RE teachers (Religious Education 

Council et al., 2018). What is significant about the entire report is that despite the 

issues facing the subject the situation of schools of a religious character is more 

positive than the rest of the country. Schools with a religious character, not 

necessarily just Catholic schools, benefit from more curriculum time, more specialist 
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teaching, more resources and generally a higher status and respect within schools 

as an academic subject (Religious Education Council et al., 2017). 

 

Returning to the focus of Leeds, this would mean that schools of a religious 

character are providing better religious education than state schools or academies. 

Having interviewed several people who contribute to the administrative structures 

supporting Catholic education in Leeds it has been evident that this is definitely the 

case (Interviewees U, V and W). Teachers in Catholic schools feel that they are well 

supported and are part of a national framework of educators working towards a 

single focus, most importantly aiding the growth of “values, motivation, aspirations 

and the moral imperatives that inform our choices and actions as persons” (Stock, 

2012, p.7). With all of these being central to the delivery of Religious Education in 

particular, the department and teachers of the school can be seen to be key to the 

function of the school. This would clearly make Catholic schools within Leeds 

distinct, as they see themselves as having a different purpose to standard state 

schools. An external expert and two RE teachers from non-faith schools expressed 

that their views of Religious Education in Leeds are that the subject is being side-

lined to some extent, with the lack of time given to teach it being the main issue 

(Interviewees B, C and H). When assessing the current Catholic attitude and 

provisions for RE, it is evident that the same is not happening in Leeds Catholic 

schools, with a Diocesan representative believing that the subject held more 

relevance in society now than ever before (Interviewee V).  

 

 

How is Catholic Education Distinct and Beneficial to Leeds? 

Assessing what it is that makes Catholic education within schools in Leeds distinct is 

important, as the differences between Catholic schools and others may be what 

makes a Catholic education more or less effective. The distinguishing features of this 

form of education are also significant as they are what make Catholic education 

necessary; if Catholic education wasn’t as distinct as it is then its presence could be 

questioned and role diminished. In addition to looking at how the Catholic Church 

provides a distinctive form of education within Leeds it is useful to understand how 

this education can be beneficial to both the schools themselves and to the local 

communities they provide for. These benefits come in a variety of forms, with 
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academic, social, emotional and spiritual aspects of education all being affected by 

Catholic education. I have chosen to discuss these in the same section as they are 

significantly interlinked, with the same factors making Catholic schools distinct being 

the ones beneficial to their function. 

 

It is immediately apparent from both the literature on Catholic schools and from 

interviews with members of the Catholic Diocese of Leeds that Catholic schools see 

themselves as distinct. This idea of a distinction between Catholic schools and any 

other places of education is important when understanding the role taken by Catholic 

schools. During an interview with someone who works within the administration of 

Catholic education in Leeds it was very apparent that the interviewee felt that 

Catholic schools were most significant when seen as distinct to state educators 

(Interviewee V). This is due to the fact that the Catholic Church in Leeds feels that it 

is offering more to its students than just an academic education. A further discussion 

with a Catholic RE teacher reiterated much of the same points, with the reason for 

the distinction being made clearer (Interviewee W). Another person working within 

the Diocese offered what they rightfully claimed was the view of the Catholic Church 

of England and Wales regarding Catholic education (Interviewees W and U; Stock, 

2012, p.13). They claimed that state schools look to educate and to offer the most 

practical economic benefits for the local area, whilst Catholic schools feel they have 

to fully develop individuals into people capable of leading flourishing lives, with 

Christian values at the heart of this. 

 

Catholic schools, or more specifically the RE departments within them, are also 

distinct as they teach a different syllabus to most schools within the area 

(Interviewees B, V and W). Schools that are within the control of the Local Authority 

follow the locally agreed syllabus, written by Pennine Learning for Leeds SACRE 

(Kennedy, 2018; Interviewees B and C). Academies may also choose to follow this, 

but they are not obliged to do so. Faith schools do not usually follow the locally 

agreed syllabus and have the freedom to decide upon their own curriculum content 

and systems regarding the teaching of RE (Religious Education Council et al., 2017, 

p.12; Kennedy, 2018; Interviewee U). This means that Catholic schools in Leeds 

provide a distinctive religious education as the curriculum is specifically written for 

this Diocese's schools. A teacher in a Catholic school in Leeds (Interviewee W) said 
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that they felt that recent changes to the curriculum for the Diocese in 2014 have 

made the syllabus even more inclusive than before. They added that this has 

allowed religious tolerance and understanding in their school to be significantly 

enhanced through more representation for minority religions, particularly an 

emphasis on the inclusion of Hinduism, Sikhism and Buddhism to tackle their lack of 

visibility in the curriculum (Interviewee W; Brooks, 2018). This is significant as the 

religious backgrounds of pupils in Catholic schools are growing in diversity and so 

the curriculum has changed, allowing most pupils to see their personal beliefs 

represented and discussed. This shows how Catholic schools are working within 

themselves to tackle issues regarding religious discrimination, which Howl (2018) 

argues is an institutional issue facing schools across Leeds. The Catholic RE 

syllabus for Leeds is different to the Locally Agreed Syllabus and it seems to have 

clear benefits for the pupils within Catholic schools. It is more focused than the 

Locally Agreed Syllabus because the Diocese is in charge of how much time will be 

allocated to each part of the curriculum, meaning they can plan a syllabus having a 

clear idea of what will be taught and when. This means there are no redundant parts 

that may be ignored by schools focussing on one or two particular religions, which 

seems common in other schools (Brooks, 2018). 

 

Collective worship is another way that Catholic schools can be seen as distinct. 

Catholic schools all have Christian collective worship permeating almost every 

aspect of school life (Stock, 2012, p.23; Interviewees U and W). It is not the 

presence of collective worship that is distinct but the role that it plays within the 

school. All schools have some form of collective worship or reflection as discussed in 

our introduction (p.10), but this holds a different purpose in each individual school. 

Catholic schools across Leeds see collective worship as having the rather complex 

role of being both separate to the overall curriculum, but integral to the entire 

function of the school (Interviewees U and W). This means that Catholic collective 

worship does not make up part of the curriculum and does not contribute to the 

religious education of students, which differs from some schools, who see collective 

worship as a sufficient form of RE on its own (Religious Education Council et al., 

2017, p.21). Since collective worship does not have any academic role within the 

school it can be seen to have only evangelising purposes, meaning that it is for 

spiritual understanding and development, not an academic ‘tick-box’. Collective 
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worship in Catholic schools is separate from RE because it is usually entirely 

denominational and so does not follow the same pattern of “representation of all” 

(Interviewee O1). Catholic collective worship instead builds upon the pupils’ prior 

knowledge of Catholic liturgical worship, that they would more than likely have been 

taught during their primary education and whilst at church (Interviewees W and O1). 

This means the teaching of religious instruction can be contained within collective 

worship and so the RE curriculum is almost entirely non-denominational, in 

contradiction to what may be expected. 

 

A useful way of assessing whether or not a school may be beneficial may be to look 

at how a Catholic school fulfils its national purpose. Advice from the Local 

Government Association (2002, pp.33-5) stated that all schools should be actively 

promoting community cohesion, even those of denominational faith. Audrey Osler 

(2007) explains how Runnymede ran a 16-month research project titled ‘Faith 

Schools and Community Cohesion’ which aimed to assess whether or not faith 

schools across England successfully promote community cohesion. Osler concludes 

that each individual school ethos has an “impact on the wider community and on 

efforts to promote cohesion” (2007, p.13). This means that schools with an ethos that 

is focused around inclusion and about developing the individual would in turn help to 

develop the community. This is in contrast to schools almost entirely driven by 

academic achievement. Interviews with Catholic officials in Leeds have seen the 

consistent view presented that Catholic schools are distinct in the way that they 

place the person above the statistical grades (Interviewees U,V and W). Looking at 

the situation in Leeds, along with the judgments found by Osler and Runnymede, it 

can be determined that if Catholic schools had an ethos fostering cohesion and unity 

then they would be beneficial to the local community. Reputable sources within the 

Catholic Diocese of Leeds have said that community is their priority, and national 

Catholic literature has agreed with this (Interviewees U and V; Stock, 2012, pp.21-3). 

 

Leeds holds quite a prominent position within England as a hub of Catholic 

educational action. The clear examples of this are the presence of a Catholic 

University (Naylor, 2000, p.16), a popular Youth Service that engages with pupils for 

extracurricular activities, and an administrative team that has been recognised 

nationally for its great contributions to education (Catholic News, 2017). These all 
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show a successful institution providing an excellent service across Leeds, which is 

strengthened even further by the fact that Marcus Stock, Bishop of Leeds, is a strong 

supporter of Catholic education (Catholic News, 2017; Interviewee U). Bishop Stock 

has also taken a leading role nationally in writing authoritative literature surrounding 

the purpose and role of Catholic education in England. Since he is now the Bishop of 

Leeds, a role he was given in 2014, Leeds is the place initially witnessing the work of 

Catholic educationalists, which I would suggest puts this Diocese in a better position 

that its counterparts across the country.   

 

The Church structuring of schools can also be seen as having benefits for the 

schools it provides as they are all seen as being part of a collective group 

(Interviewee U). A representative of the Diocese said that all schools within the 

Diocese work with each other as much as they can to share resources, ideas and 

positive practices, whilst all holding their school identity (Interviewee V). They said 

this was a way of working towards “unity, not uniformity”, meaning that they wanted 

schools to feel like they were “part of the family, whilst being free to make their own 

choices” (Interviewee V). When a Catholic teacher was interviewed they said that 

this was completely the case and they felt that they had many avenues of support to 

take if they needed it (Interviewee W). This is in stark contrast to the position of 

schools with no religious affiliation across Leeds, where teachers may be the only 

one teaching the subject. One RE teacher said that they would not know where to 

turn if they needed help, which they said could infringe on the education they present 

(Interviewee H). What this means for Catholic schools in Leeds is that they are part 

of a supportive network, which is beneficial to the education of students in their 

schools as the teachers are offered a wider range of resources and support 

compared to other schools. This is also beneficial to Catholic teachers who have 

many avenues of support, as Diocesan schools can share resources, in addition to 

those available from the local authority or from syllabus creators.  

 

Another benefit that Catholic secondary schools experience is the work of school 

chaplains. All Catholic high schools have either a lay chaplain, an ordained priest 

conducting the role, or a team of staff who share the responsibility within the school 

(Interviewees V and O1). When interviewing a former lay chaplain of a Catholic 

secondary school in Leeds it was clear that they felt their role was beneficial to the 
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way that the school was run (Interviewee O1). The job of a chaplain includes three 

main roles: organising and overseeing collective worship and school liturgies, 

guiding and supporting the religious life of the school, and offering pastoral or 

spiritual support to all who need it within the school. The chaplain interviewed 

(Interviewee O1) explained how they felt that their role meant that pressure was 

taken away from other staff within the school who would otherwise have these 

responsibilities, which a Head of RE (Interviewee W) has acknowledged makes their 

job easier knowing that they do not have to worry about whole school issues 

regarding religiosity or worship. I would expect all schools across Leeds to have 

pastoral support available in some form, which Catholic schools also have in a very 

similar way. The chaplain is not the sole source of pastoral support in Catholic 

schools in Leeds, but their role is an additional layer of support that pupils in 

Catholics schools can benefit from, that they would not receive in state schools and 

academies of no faith across Leeds. Other faith schools may experience similar 

benefits, as Church of England schools have chaplains as well, but I am not able to 

comment on this as we have not investigated this. 

 

Catholic schools across Leeds also benefit from having a strong relationship with 

their local churches and parishes. This is because they are part of the same religion 

and are joined in the mission of the Catholic Church to educate and “spiritually 

nourish” the congregation (Interviewee O1). Derbyshire (2018, pp.74-5) illustrates 

how the Church of England also benefits from a similar relationship between their 

churches and schools in Leeds. We have found that pupils in faith schools get more 

opportunities to spend time in places of worship as part of their curriculum, as they 

make the most of their special relationship with Catholic churches (Interviewees W 

and O1). Kara-Zaitri (2018, p.82) explains how these visits are beneficial to pupils as 

they aid pupil development. A teaching assistant who has worked in both Catholic 

primary and secondary schools (Interviewee P1) said primary schools make visits a 

lot more than secondary schools, usually as regularly as once per half term. An 

administrative figure within the Diocese (Interviewee V) said that this was probably 

because the link between primary schools and their church was usually stronger 

than that of a secondary school. This link is stronger because the school and church 

can often share a name, such as Corpus Christi in East Leeds and St Urban’s 

serving Headingley and Meanwood, and the Parish Priest is on the Board of 
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Governors of their attached primary school (Interviewee V). Secondary school visits 

are not as regular as those of primary schools, which may be due to the constraints 

of the school timetable as suggested by most Catholic interviewees (V, W, O1 and 

P1). Catholic primary schools therefore benefit from this relationship more than 

secondary schools, but Catholic secondary schools still have visits at least annually 

to their local church and places of worship of other religions (Interviewees W and 

O1). This means that all Catholic schools are benefitting from visiting places of 

worship, particularly primary schools, which makes their education more beneficial to 

pupil development than state schools, academies and independent schools across 

Leeds.  

 

Catholic schools in Leeds also benefit from having an education team overseeing the 

Diocese, which directs all schools effectively and helps them provide the best 

possible education to their students. The Diocesan Office for Education has a great 

reputation within Leeds, with even teachers and representatives from other faiths or 

none reporting that they felt that the Catholic Diocese provided effective resources 

and support to its schools and communities (Interviewees H, K, W and H1). This 

could be in the form of personal support or resources for school staff or even the 

encouragement brought by being part of a ‘family’ of schools (Interviewees V and 

W). In addition to this local recognition there has even been national appreciation for 

the contributions made by the Diocese of Leeds, most evidently being through the 

Diocesan Director for Education, Angela Cox being awarded an OBE in 2017 for her 

work within Catholic education (Catholic News, 2017). This Diocesan support makes 

Catholic education beneficial to the area of Leeds as it means that schools are able 

to use additional support, resources and expertise to ensure they are providing the 

best possible education to students across Leeds. 

 

The Office for Education is particularly beneficial as it communicates well with other 

educational authorities within the area of Leeds and is responsive to any local issues 

or projects (Interviewees V and W). This is in contrast to the Church of England’s 

education team within Leeds who have been unresponsive to communication and 

therefore it hasn’t been possible to make many comparisons between the two teams. 

Some interviewees have confirmed that this has been the case with their 

involvement with the Anglican authority on education in Leeds, who they say are 
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extremely busy and appear overwhelmed (Interviewees U and H1). This would make 

the contributions made by the Catholic Office for Education even more important as 

they are providing a service which is not only beneficial, but may be the most 

effective of its kind within the area of Leeds.  

 

Another form that this beneficial support takes is through the work that the Diocese 

does with the local authority. This is most evident through the work that the Roman 

Catholic representative does within SACRE. The role of a religious representative is 

to offer their knowledge and experiences of their religion to others within SACRE and 

to help give advice on the effectiveness of the locally agreed syllabus (Kennedy, 

2018). A Catholic representative is able to bring the acknowledged experience of the 

Diocese of Leeds and help shape the way that the Local Authority approaches 

religious education in schools across Leeds. This role therefore has the potential to 

bring beneficial support to all schools within the local area, not just keeping 

experience within the denominational sphere. The Diocese also has representatives 

on other Local Authority consultative committees. These committees are “schools 

forum, scrutiny and where there is a role, an admissions/pupil place planning group” 

(Diocese of Leeds Council for Education, 2018), so they cover a variety of different 

issues and allow the Office for Education and its representatives to support local 

education in a variety of ways. This contribution is made by a large variety of 

religious groups, which shows how all religious groups can be beneficial to education 

in Leeds. This is important to mention as this chapter does not allow for recognising 

the contributions and benefits of other religions and their representatives.  

 

Conclusion 

To conclude, Catholic education is clearly distinct within the scope of education in 

Leeds. The Diocese and Catholic educationalists say this is because they see 

themselves as having a different purpose. Catholic schools believe that they provide 

more than just an academic education as they offer spiritual guidance and 

development to make their pupils grow within the mission of the Church. As well as 

being different from other schools due to their distinct purpose, the education they 

provide has many benefits. These benefits affect the pupils, teachers and 

administration in their schools, as well as the local community through the Diocese’s 

support for its schools across Leeds. It could be argued though that all schools are 
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able to provide benefits and so the most beneficial aspect of Catholic schools must 

be that which sets them apart from other schools. This is the fact that they form part 

of a wider community and so they both benefit from additional support and are able 

to aid other Catholic schools in various ways. It is therefore the Diocesan structure 

that is the most beneficial to Catholic schools and the education they provide, which 

is part of what makes them distinct from other schools. From this I can say that it is 

those factors that make Catholic education different that actually allows them to offer 

their pupils (both Catholic and non-Catholic) across Leeds an enriched and 

beneficial education, and the Diocese’s position within Leeds allows it to support the 

wider education across the city through its role on the Local Authority consultative 

committees and SACRE. 
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Interactions between Church of England Parishes and their Parish 

Schools in Leeds 

S. Derbyshire 

 

This chapter of the report focusses on the Church of England Diocese of Leeds and 

works to identify the interactions and relationships between Church of England 

parishes and their parish schools, aiming to do so by making clear the place of the 

Church of England in today’s society and education system. Drawing upon various 

texts, scholars and literature which has been focussed on throughout, it is apparent 

that the Church of England and its clergy members, including parish priests, have 

had to re-think their position in society at an alarming rate compared to much of 

church history.  Percy (2006, p.60) argues that in doing so the Church of England 

has had to change its missional parish aims in order to remain ‘a stakeholder in 

public life’ considerably in recent time. This is the case nationally, and this chapter 

argues that this is the case locally in Leeds. 

 

This chapter will begin by providing a definition of the term ‘parish’ – a word used 

frequently throughout this chapter. Following this, this chapter will focus on three 

interconnected themes: (1) the history of the Church of England’s interaction with 

educational institutions in Leeds, (2) the role of the Church of England in education 

today, looking specifically at Leeds Diocesan support, and (3) the interactions 

between Leeds based parishes and their varying types of parish schools. This 

chapter will conclude that although there are many areas of good practice when it 

comes to the diocese and its relationship with places of education, there are also 

many areas that the Anglican Diocese of Leeds need to improve. Whilst this chapter 

focusses on the Anglican Diocese of Leeds, what has become evident is that Leeds 

diocese, although distinct in many ways, e.g. not having a Cathedral and having a 

relatively new diocese, does not appear to be distinct in many other ways, especially 

in terms of how it interacts with schools and equips their parish priests to do so. As 

Gay (1985, p.1) suggests, the links and interactions between the Church of England 

and its educational institutions are composite, and their purpose, aims and success 

are intermittently challenged. Although dated, Gay’s claim accurately sums up the 
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position of the Church of England and its relationship with the education system 

today. This complex relationship will be made clear throughout this chapter and will 

be noted especially through the interviews conducted with clergy across the Anglican 

Diocese of Leeds. 

 

With 16,000 parish churches across England, and a claimed 85% of the population 

visiting a parish at least once throughout the year (Hansard HL Debate, 12 June 

2014), it can be argued that the Church of England is central in every community. 

However, as the church notes itself (The Church of England Diocese of Leeds, B. 

n.d.), with only 204 secondary schools across the whole of England and only 2 of 

them situated within the episcopal area of Leeds (The Church of England Diocese of 

Leeds, D. n.d.), reports show a growing consensus that the churches’ priority 

towards, and emphasis on education should be examined. As stated by the Church 

of England Vision for Education Report (2016, p.3) ‘as the education system 

continues to change and develop…there is a new expectation placed upon dioceses 

to be responsible for the overall effectiveness of the education delivered in the 

schools that they have provided…’. This seems especially prominent as, according 

to the Church of England Archbishops' Council Education Division report (2010, 

p.106) for over a generation the Church of England has continued to write in-house 

reports urging itself and its clergy to ‘consider its engagement with children and 

young people’, especially those who have little or no contact with the church itself. 

With this in mind, parish churches across Leeds, and throughout Church of England 

parishes across the UK, are left with a challenge to explore ways of interacting with 

their local community and parish in a more effective and meaningful way (Brown, 

2003, p.106). This chapter aims to evaluate the success of this challenge and sets 

out to give an accurate and current account, with some historical background, on the 

role of the Church of England parish within education in Leeds, focussing specifically 

on the Anglican Diocese of Leeds. The research carried out in Church of England 

parishes throughout Leeds was conducted in the Autumn and Winter of 2017 and 

early 2018. The research began with 105 churches in the Anglican Diocese of 

Leeds, of which, 44 responded and 19 interviews and questionnaires were obtained. 

Of the 19 that were completed, 17 came from Church of England parish priests who 

had at least one parish in the Anglican Diocese of Leeds. The remaining 2 were 
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conducted by an ordained Church of England Universities chaplain in Leeds, and an 

education officer working in a parish in Leeds.   

   

Defining ‘Parish’  

The parish is a key unit of the Church of England and it is impossible to escape it 

when talking about the Church of England’s interactions with schools. Whilst the 

word ‘church’ seems to reflect the actual church building and the activities of the 

worshipping congregation (The Church of England Diocese of Leeds, C. n.d.), the 

word ‘parish’ captures the full framework of the work and activities that take place in 

a specific geographical area, this including, both, the worshipping congregation, and 

the role the church and its members play more generally throughout the whole local 

parish community. In doing so, the word ‘parish’ gives a much more realistic and 

holistic account of individual local communities and is intended to reflect this 

throughout this chapter of the report – making sure that the distinction between 

‘church congregation’ and ‘parish’ are unambiguous (Davies, 2004, p.115).  

 

One of the main reasons the parish should be made clearly distinct from the church 

building and its worshipping congregation is due to the distinct ‘Parish System’ of the 

Church of England (The Church of England Companion, n.d.). This system, in effect, 

splits the whole country into individual parishes, each of which the Church of 

England Companion (n.d.) states is a ‘defined geographical area’. This ensures that 

all people in all communities across England have access to a local parish church, 

and means that each parish church can respond and engage with the needs and 

wants of their individual local community and its members, on a geographical, social 

and religious level. Although basing an entire church system upon parish and 

diocesan boundaries does have its disadvantages, such as a lack of versatility 

during times of change (Hansard HL Debate, 12 June 2014); structuring the church 

in this way means that all people across England have access to the support and 

services provided by the Church of England by means of their local parish 

church (Hansard HL Debate, 12 June 2014). For many people across England, the 

local parish church is the only interaction they will have with the Church of England, 

that is, if they interact with the local parish at all. Here, it is important to note that 

although many people will not interact with their local Church of England church for 

their own personal accord, Jenkins (2004, p.119) argues that many of these people 
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will, however, participate with the Church through members of their families e.g. for 

baptisms, weddings and funerals. Jenkins (2004, p.119) argues that it is likely that 

‘very few persons in the area are left entirely untouched by these forms of 

participation’.   

 

The Anglican Diocese of Leeds reports that the number of people who are regularly 

attending a Sunday Service within the Episcopal area of Leeds is 5,098, of which, 

699 are children (The Church of England Diocese of Leeds, B. n.d.). However, given 

that the episcopal area of Leeds has a population of 800,000 people (The Church of 

England Diocese of Leeds, B. n.d.), there is no doubt that such low attendance 

numbers of children engaging with and attending their local parish church on Sunday 

is an extremely prominent point which suggests that the Diocese of Leeds need to 

make changes and rethink their priorities. The structure of the Church of England 

parish system does, however, mean that each school will fall within the boundaries 

of a parish, and, as a consequence, every school, regardless of whether it is a 

Church of England school or not, will have access to a local Church of England Vicar 

and their building should they wish to interact with it.  As the Diocese of Leeds itself 

argues (The Church of England Diocese of Leeds, C. n.d.), the interactions and 

relationship between the parish and its local schools is a ‘good way to understand 

the breadth of the work of the parish church’ and shows the need for a distinction 

needed between definitions of ‘church’ and ‘parish’.  

   

The History of the Parish Church and its Historical Links with Education in 

Leeds  

Before moving on to look at the interactions between Church of England Parishes 

and places of education within Leeds, it is important that this chapter draws 

attention, even if only somewhat briefly, to the History of the Church of England and 

its historical role with the education system. In doing so, this subsection will hopefully 

give some context to the findings presented throughout this chapter of the report, the 

parish system and the role that the Church of England has played in the Education 

system throughout time.  

 

When looking through literature on the history of the Church of England it does not 

take long to see that the Church of England has been heavily involved in the 
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education system across England. According to Gay (1985, p.4) the Church of 

England is a pioneer in education and from early on ‘education has always been 

synonymous with the church’, whilst sociologist Steve Bruce in his book ‘God is 

Dead’ (2002, p.68) argues that up until the nineteenth century ‘most formal schooling 

[across England] was provided by the church’. Organised education within the 

church began, along with the creation of English dioceses, in the sixth and seventh 

century and were aided greatly by the establishment and development of cathedral 

and abbey schools where cathedrals and abbeys played a leading role in education 

across England. Interestingly, however, Kirkstall Abbey, a now ruined abbey based 

in Kirkstall - a town located to the North West of Leeds City Centre - has no historical 

evidence, either written or orally relayed to suggest that the abbey had any 

involvement with education at all, which Butler (1994, p.18) makes known is despite 

the fact the abbey was inhabited by a group of Cistercian Monks who arrived in the 

year of 1152. 

 

Gay (1985, p.1) makes clear that one of the first Church of England educational 

institutions opened by Augustine of Canterbury in 597 after the reformation, was a 

cathedral church which, amongst other things, focussed on the education and 

training of converts and ministers. Many cathedral and abbey schools were closed 

during the reformation and their re-opening and development surrounding this time 

became the responsibility of wealthy individuals, many of who ensured a relationship 

with the Church of England was written into the structures and foundations of school 

agreements (Gay, 1985, p.4). As Christianity continued to spread across England, 

more schools and educational spaces were entrenched into Church of England 

cathedrals, churches and monasteries (Gay, 1985, p.4). The Church of England’s 

involvement in education continued into the nineteenth century, where the church 

took a leading role in the rapid expansion of church based education across England 

in which the church committed themselves to raising the standard of education 

throughout the country (Brown, 2003, p.112). This expansion in education included 

the education of girls and boys in both public and grammar schools, and saw the 

introduction of the establishing of academic schools for girls (Gay, 1985, p.7). It was 

during this time when church schools started describing themselves in terms of their 

‘distinctiveness' - something Sykes (2018) draws heavily upon in his chapter, albeit 

from a Catholic perspective. Describing Church of England schools in this way not 
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only justified the churches' continued presence in the education system but also 

helped describe the unique religious character of the schools. After the Second 

World War the Church played a significant role in the education system as the 

government relied on the support of the Church of England to help with the ‘moral 

and spiritual rejuvenation of society’ (Jelfs, 2013, p.53). The 1944 Education Act 

helped to establish the publicly funded education system where church schools 

began to enter into partnership with the state (Jelfs, 2013, p.53).  Alongside these 

shifts in the Church of England’s involvement with education over the centuries, it 

should also be noted that the structure of the Church of England, in terms of its 

diocesan boundaries have, too, been evolving over time, in accordance with the 

‘changing political and demographic patterns of the country’ (Christopher, 2006, 

p.123). Through these changes, the Church of England has not only taken the 

changing geographical landscape of the country into account, but, according to 

Christopher, (2006, p.131), throughout the past eighty years, which marks the 

beginning of the current diocesan boundaries, ‘both the Church of England and the 

society to which it ministers’ has considerably changed. This is because of ‘the 

widespread secularisation of society, and the abandonment and changing attitudes 

towards organised religion’ (Christopher, 2006, p.131). 

   

The Role of the Church of England in Education Today:  Does Diocesan 

Support Aid Church of England Parish-School Relationships?  

This section of the report will look at the role that the diocese plays in supporting 

parish priests in their interactions with their local schools. In doing so research 

conducted with clergy across the Diocese of Leeds will be drawn upon to aid the 

exploration into the relationship between parish priests and places of education. A 

key issue that became evident through this research was that it is extremely hard to 

give a precise definition of the ‘exclusive roles and tasks, and the concrete nature of 

clerical identity’ (Percy, 2006, p.8). When asking parish priests in the Anglican 

Diocese of Leeds ‘What does the work at your church/churches encompass?’ 

answers ranged considerably from ‘supporting a vulnerable church community and a 

large building’ (Interviewee A1), ‘pastoral care’ (Interviewee B1), ‘working on mental 

health issues and training’ (Interviewee D1), ‘interfaith work’ (Interviewee I1), 

‘working with local church of England and non-Church of England 

schools’ (Interviewee L1), and ‘weddings, baptisms and funerals’ (Interviewee M1). 
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Although this list only gives a brief snapshot into the answers given by parish priests 

across Leeds, it is very clear that the role is extremely varied, that every parish priest 

will have tasks and responsibilities that reflect the individual needs of their church 

and wider parish community. This demands a wide range of skills and knowledge on 

the parish priest’s behalf. What is becoming increasingly clear and noted by the 

Church of England Archbishops' Council Education Division (2013, p.6), is that 

interactions with local schools needs to be a crucial responsibility for the parish 

priest. Although building relationships with local Church of England schools has 

always been a responsibility for parish priests, this relationship is becoming a much 

bigger priority for the church. This changing role for the parish priest is part of a 

wider governmental issue which according to The Church of England Education 

Office (2016, p.17) has meant there is a ‘significant reduction in resources available 

for local authorities’, whilst there is also a push to convert schools to academies, 

who, as Kennedy (2018) states, are not required to follow any locally agreed syllabus 

for Religious Education. According to the Church of England Vision for Education, 

Deeply Christian, Serving the Common Good report (2016, p.17), this has meant that 

‘local authorities have a reduced capacity to provide support and development for 

schools, and, as a result, there is a demand on the diocese [and therefore on its 

parishes] to offer a broader range of services directly to schools’. According to the 

Church of England Archbishops' Council Education Division, 2013, p.1) because of 

this, dioceses across the country, including Leeds, are 'expected to be able to play a 

full and effective role in support of Church of England schools'. 

 

When looking at the Anglican Diocese of Leeds' website, and in talking to many 

people who work within the diocese, whether as parish priests, chaplains or 

education advisors, it is apparent that the diocese has recognised that their work 

with education should be a priority. Therefore, when the Diocese was rebranded in 

2016 – this being when the Diocese was renamed from the diocese of West 

Yorkshire and the Dales to, the Diocese of Leeds – it did so with an outward facing 

theme of ‘Loving, Living and Learning’ (The Church of England Diocese of Leeds, E. 

n.d.). According to the dioceses article Loving, Living, Learning Together (The 

Church of England Diocese of Leeds, E. n.d.) Bishop Nick, the Bishop of Leeds, 

explains that this theme helps to explain ‘what we are about and to help prioritise our 

work’. A positive response towards the Anglican Diocese of Leeds’ work with 
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education was echoed by the majority of parish priests who took part in our research. 

When asked the question ‘Do you think the Diocese of Leeds is doing enough work 

with schools and young people?’ one interviewee stated that schools in Leeds ‘speak 

very highly of the diocese’ (Interviewee B1), whilst another priest, identified here 

as interviewee E1 claimed that the Anglican Diocese of Leeds is 'especially good 

with Church of England Schools'. Interestingly, however, a small percentage of the 

parish priests interviewed argued that they didn’t think the Anglican Diocese of 

Leeds, as a whole, did enough work with prioritising education and working towards 

a better relationship with children and young people. This can be reflected by an 

answer given by interviewee D1 who said that ‘whilst there was a priest vacancy at 

our parish, there was no interaction with the local schools and the diocese didn’t 

keep the local Church of England school up to date on what was going on’. Because 

of this, all of the work the previous parish priest for this Church had done in building 

and maintaining a relationship with their local schools was diminished. This was a 

surprising answer, given the dioceses priority towards education and learning. 

However, due to time constraints, I was not able to follow this up with interviewee 

D1. As noted by the Church of England itself (Church of England Archbishops’ 

Council Education division, 2013, p.15), the building and maintaining of relationships 

between Church of England parishes and their parish schools is ‘often left to the 

individual parishes and schools to work through for themselves’ albeit with resources 

available on the diocesan website and clergy training days available. Although the 

diocesan website does have an extremely large and varied education section that is 

full of resources, some of which are aimed directly at parish priests in building and 

maintaining relationships with their parish schools, it is clear from the interviews and 

questionnaires that were conducted and received, that these resources are not being 

used by the majority of parish priests in Leeds who participated in this research. 

When asking participants ‘Do you use the diocesan website and resources to help 

you build relationships with places of education?’ all but 2 claimed that they didn’t, 

with reasons why ranging from ‘I already have a pretty dynamic relationship with the 

schools' (Interviewee B1), ‘general diocesan resources that I run into are very useful, 

but I don’t know anything about the education documents… if I needed anything 

related to the school I’d just go on the internet… maybe I’m missing out on an 

opportunity’ (Interviewee F1), ‘I possibly should, but I’m an ex-primary school 

teacher, so I’ve been interacting with schools for a long time' (Interviewee G1). 
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Whilst the minority of parish priests who said they do look to the diocese resources 

to help with their interactions and relationships with schools, claimed that ‘everything 

is based on relationship. I would ask the diocese for advice, but it’s much harder to 

ask for advice when you don’t know who you’re speaking to. The Diocese need to 

come to parishes more’ (Interviewee I1). Interviewee L1 claimed that they would go 

‘straight to the diocesan education team rather than going through the resources on 

the website’. Although there is a huge variety of different reasons surrounding parish 

priests’ opinions around the use of diocesan resources, as was expected, one of the 

main arguments as to why these resources were not popular seemed to be because 

of the already existing skill sets of parish priests, and because of the strain and lack 

of relationship priests have with their diocese and its team – as argued 

by Interviewee I1.   

 

According to the Diocesan board of education for the future report (2013, 

p.6) ‘education responsibilities are seen as a normal, natural and an essential aspect 

of parish ministry…and is fully reflected in the diocesan guidance and procedures for 

the appointment of parish priests'. Part of what this relationship between parish 

church and parish school entails is participation on the governing body of Church of 

England schools. According to an online article published by the Church of 

England (The Church of England Diocese of Leeds, A. n.d.), every school has its 

own ‘instrument of governors… and the local vicar is normally appointed ex-officio as 

a foundation governor’.  According to the 2013 report A Diocesan Board of Education 

for the Future, foundation governors have a more specific role and are expected to 

bring a specific skill and knowledge set to the governing body which includes an 

‘informed regard for the church nature of the foundation of the school, to ensure that 

its Christian ethos is preserved and developed, and the religious worship reflects the 

tradition of the Church of England’. Whilst it is difficult to determine ‘how much 

influence individual governors have on school policies’ (Gay, 1985, p.38), or how 

much time this role will make individual parish priests dedicate to their parish 

school(s), it has become clear that throughout Leeds, the parish priests who took 

part in the research for this chapter of the report, have found some benefit in their 

role as a school governor. And, when asked the question ‘Do you interact more with 

Church of England places of education within your parish than you do with non-

Church of England places of education?’, all parish priests who had a mix of Church 
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of England and non-Church of England schools said that they did spend more time 

with their Church schools.  Although to many this may seem like an obvious and 

apparent claim, what it intends to highlight are the reasons behind why parish priests 

find it easier to interact with their local Church of England schools than they do with 

the various other types of school that may fall within their parish boundaries. When 

looking at the answers to the above question, Interviewee B1, E1, G1 and K1 all 

argued that there was a certain ‘expectation’ that as a Church of England parish 

priest, you would interact more with your Church of England parish schools. In 

answering this question, Interviewee A1, B1, D1, G1, I1 and L1 claimed that part of 

this is because of the fact they are governors of the school which means that 

‘interactions and relationships are more natural…because of this, there becomes a 

desire from the school to interact with the church more, especially if they are a 

church school’ (Interviewee L1), whilst interviewee B1, argued that being a governor 

of the school means that parish priests ‘automatically have a reason to go and visit 

the school’ which is an easy way in to what could be a difficult relationship to 

establish. This, as Kara-Zaitri (2018) argues, can be due to a variety of reasons 

including practical reasons, such as the amount of travel time it may take to get to 

the venue, and also as many exam boards now only require 2 religions to be studied, 

and this doesn’t necessarily mean visiting the relevant places of worship is 

necessary.   

   

Interactions Between Church of England Parishes in Leeds and Parish 

Schools: Are Non-Church of England Schools Missing Out?   

A significant part of what the above section of the chapter explored was some of the 

more foundational links between the Church of England Parish and its Church of 

England schools. What we began to see towards the end of the previous section was 

that a significant number of parish priests in Leeds argued that their role as a school 

governor, which is obligatory for any parish priest with a Church of England school in 

their parish boundaries, was a useful way of creating initial meaningful relationships 

with local schools which led to an increase of further interactions – this was for a 

variety of different reasons. This section aims to build upon this, and intends to look 

at the relationship that Church of England parishes in Leeds have with their Church 

of England parish schools compared to the relationship they have with the various 

non-Church of England schools that also fall within their parish boundaries. Again, 
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throughout this section, I will be referring to data collected through the interviews and 

questionnaires gathered through our research.  

  

The research carried out for this chapter clearly suggested that there is a certain 

expectation placed upon parish priests, who have a mix of Church of England and 

non-Church of England schools in their parish, that they should be interacting with 

their Church of England parish schools more than they would with the other schools. 

However, when looking at the Diocesan Board of Education for the Future 

report (2013, p.6), the report argued that the parish priest should be interacting 

naturally with all schools in his or her parish, and this is to be the case ‘irrespective 

of whether there is a church school’ or not. This was reflected by Interviewee 

Z’s answer to the question ‘Do you interact more with Church of England places of 

education within your parish than you do with non-Church of England places of 

education?’, who claimed that they would go into any school, as and when they are 

invited; claiming that ‘I don’t tend to look at what type of school they are first of all’. 

This was also echoed by Interviewee F1 who likewise claimed that they go to 

schools as they are invited, and said that there is no pressure to interact with one 

type of school more than any other. These latter two claims provide us with an 

interesting alternative from the many voices of the parish priests interviewed who 

argued that there is a certain expectation that parish priests interact more with their 

Church schools. Given this, it seems that the idea that parish priests ought to be 

interacting more with their Church of England schools is an ideal rather than a set 

rule that must be followed by every parish priest across Leeds. This was echoed by 

Interviewee I1, who stated that every parish priest across Leeds is going to have a 

completely different set of circumstances, and a different relationship with their 

schools. In saying this, Interviewee I1 commented that some Church of England 

schools, although unlikely, may not want as much interaction from the parish priest, 

or they may have strong relationships with another church, whilst non-Church of 

England schools in the same parish may want regular contact with the parish priest. 

This was an extremely interesting comment that resonates much truth about the 

individual circumstances different parish priests will have across Leeds.   

However, when looking at the data received by parish priests across Leeds about 

their interactions with their parish schools (here, it should be made clear that I am 

only using the interviews and questionnaires received by parish priests, this 
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therefore looks at 17 churches across Leeds represented by 14 Leeds based 

ordained clergy), it was evident that parish priests in Leeds who have a mix of 

Church of England and non-Church of England schools are interacting significantly 

more with their Church of England Schools.  Out of the 17 churches who 

participated, only 8 of them had a Church of England school in their parish, and 

when asking these 8 churches to break down the interactions they have with each 

school, we found that 5 out of the 8 churches claimed they visited their Church of 

England school every week, whilst the remaining 3 school claimed they visited every 

second week. Comparing this to the amount of times these 8 churches interacted 

with their non-Church of England Schools it was found that 6 of these 8 churches 

only visit their non-Church of England schools when they are asked or invited, which, 

consequently means that if they are not asked or invited, it is likely that they will not 

visit the school at all. 

    

According to Jelfs (2013, p.54), parish priests who visit a school regularly, and thus, 

the parish priests who become more well known to both children and staff are more 

likely to make a ‘significant contribution to the school, in terms of governance, 

worship and curriculum’. This seems to be the case with Church of England parish 

priests in Leeds who have a mix of Church of England and other types of schools in 

their parish. This can be argued for a variety of reasons including: this is what’s 

expected from them as a diocesan level, Church of England Schools in Leeds are 

actively engaging more with their local parishes which demands more time from the 

parish priest and consequently, they are only visiting other non-Church of England 

schools in their parish when they are asked to, which is not very often, which may be 

due to time constrains for both the parish priest and the school. According to the 

Church of England Vision for Education Deeply Christian, Serving the Common 

Good report (2016, p.10), all Church of England schools will have ‘Collective 

Worship’ at the heart of its school mission and ethos. Although collective worship 

does not have to be done with a priest, most schools will have an agreement that the 

local Church of England Priest will visit the school once a week to do a larger 

collective worship session with the entire school. Interviewee C1, E1, G1, I1, K1, and 

L1 all mentioned joining the school weekly for collective worship in their interviews or 

questionnaires.   
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A second reason and area where I believe Church of England schools are benefiting 

from and having better experiences and relationships with their local Church of 

England parish priest is due to the Anglican Diocese of Leeds Syllabus which was 

launched in April 2018. According to the Diocese of Leeds Website (The Church of 

England Diocese of Leeds, F. n.d.), the new diocesan syllabus ‘Understanding 

Christianity’ is ‘based around a selection of core Christian concepts, seeks to raise 

the levels of pupil’s religious literacy, to deepen understanding of the Christian story 

alongside key beliefs and practices’. This new syllabus is of great advantage to 

pupils as it actively encourages schools to regularly interact and visit their local 

Church of England building and get to know the parish priest, which Interviewee 

A1 claims is because of the ‘increased emphasis on Christianity’.   

 

Throughout her chapter, Kara-Zaitri (2018) claimed that secondary schools across 

Leeds have a weak relationship with places of worship. I argue here, that if properly 

taken on and adopted, this new diocesan syllabus will help to improve this 

relationship. I argue here, that this weak relationship between secondary schools 

and places of worship that Kara-Zaitri (2018) talks about is an issue predominantly 

with secular primary and secondary schools, who follow the locally agreed syllabus 

set by SACRE, which doesn’t necessarily allow time for regular visits to places of 

worship. As Kara-Zaitri (2018) picks up on in her chapter, Interviewee L states that 

visits to places of worship in Leeds are often a ‘tick box exercise for 

OFSTED”.  Several parish priests who took part in the research for this chapter have 

shown some concern for the new Anglican Diocese of Leeds syllabus for 

RE. Interviewee B1 claimed that having a syllabus which is two third Christian is 

problematic, and that ‘the RE syllabus needs to be as interfaith as possible’, 

whilst Interviewee F1 questioned whether the new syllabus ‘gives justice to the vast 

diversity of the world and Leeds that isn’t Christian shaped’. This seems to 

echo Brooks (2018) argument that minority religions are often not present in 

education.   

   

Conclusion and Recommendations  

In conclusion, the relationship between Church of England parishes and their local 

parish schools are improving, with links between the local Church of England parish 

and Church of England schools in Leeds being especially strong. It is noted, 
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however, that on the whole, the relationship with non-Church of England schools is 

something that parish priests across Leeds need to work on, as many parish priests 

participating in this research claimed they only visit such schools when they are 

invited, which often means they never go. The same can be said for the Anglican 

Diocese of Leeds as a whole, which shows many areas of good practice when it 

comes to providing resources and equipping its clergy to interact with schools. Again 

though, there are also many areas within this that the diocese should look to 

improve. When going onto the Anglican Diocese of Leeds website, for example, it is 

easy to find a full drop-down menu dedicated to education, an emphasis on learning 

and a series of resources to benefit both teachers and clergy. However, the success 

and relevance of such resources ought to be examined as all but 2 of the clergy who 

participated in this research claimed they never used these resources. As Croft says 

(2006, p.7), the Church of England is passing through a time of significant change 

and great opportunity. With a relatively new diocese and a newly appointed Bishop 

of Kirkstall it would be interesting to see how the diocese continues to put education 

and learning at the heart of its structure.  

 

There is room for much more research around this area, and, if more should be 

done, it would be beneficial to get a larger number of clergy participating. Although 

105 parish priests were contacted, due to time constraints, I was not able to follow 

up with another set of emails to those who didn’t reply, which meant that I was not 

able to get in touch with the diocesan education team, which could have added 

insightful information into this research.  I would also argue that the Anglican 

Diocese of Leeds should have more of an insight into what each of their parishes is 

doing. In doing this, the diocese would be less likely to not keep in contact with local 

schools when parish priests leave. I would also argue that this report has highlighted 

that the education resources on the diocesan website are not being used to their full 

advantage, as many parish priests do not use them. 
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Secondary Schools, Places of Worship and Pupil Development in 

Leeds 

L.  Kara-Zaitri 

 

In this chapter I will argue the relationship between secondary schools and places of 

worship in Leeds is weak; however, there is strong potential for pupil development to 

be encouraged during secondary school visits to religious buildings in Leeds. Firstly, 

the chapter outlines the general context regarding the relationship between 

secondary schools and places of worship, then introduces the concept of pupil 

development, which has been split into three themes; a deeper understanding of RE; 

personal values and community identity. The chapter then focuses on Leeds to 

explore reasons why RE teachers and members of places of worship in Leeds 

consider the relationship between secondary schools and places of worship in Leeds 

to be weak. After, the chapter moves on to discuss attitudes in Leeds towards pupil 

development. Using the three themes of pupil development, the chapter explores 

how pupil development is encouraged during secondary school visits to places of 

worship in Leeds based on tasks centred around experiential learning and lived 

religion. Comments from participants in Leeds about types of pupils more likely to 

benefit from visiting places of worship will also be included. It should be 

acknowledged arguments made in this chapter could be difficult to generalise to the 

city of Leeds due to a lack of response from RE teachers and some members of 

places of worship in Leeds (see methodology, pp.18-19). Despite this, the chapter 

highlights the ability of members of places of worship in Leeds to host successful 

secondary school visits which could promote pupil development. 

 

Context: The Relationship between Secondary Schools and Places of Worship  

The National Association of Teachers of Religious Education explain “schools are 

developing fruitful relationships with religious … groups in their local community” 

(NATRE, 2018a). This suggests pupils benefit from engaging with local religious 

believers and that relationships between secondary schools and places of worship 

are positive. Miller supports this notion, arguing secondary schools have “positive 

community links to local religious institutions” (2009, p.135). Holt adds to the 

consensus, commenting on the importance of such relationship, stating secondary 



76 
 

schools who “engage with local faith communities…made a rich contribution [to RE]” 

(2014, p.97). The claim there is a positive relationship between secondary schools 

and places of worship is not a new concept; the majority of literature also suggests a 

positive relationship (Cox, 1955, p.93; Cole, 1972, p.24; Homan; 1993, p.10). 

However, literature published on this issue is not Leeds specific: counter to the 

literature’s general consensus, I argue there is a weak relationship between 

secondary schools and places of worship in Leeds. This is based on responses 

provided by RE teachers from academies with no religious affiliation and 

independent schools in Leeds (see introduction for explanation of school types, p.9), 

as well as members of places of worship in Leeds. Perhaps faith schools have 

stronger relationships with places of worship in Leeds (Derbyshire, 2018, p.75; 

Sykes, 2018 ,pp.57-58). 

 

Pupil Development 

Pupil development is a recognised term by the Department for Education 

encompassing four elements: spiritual, moral, social and cultural development 

(SMSC) (Department for Education, 2013, p.3). SMSC’s importance is highlighted as 

it is obligatory: “all maintained schools must meet …requirements … in section 78 of 

the Education Act 2002 and promote [SMSC] development of …pupils” (ibid.). 

Ofsted’s inspection framework includes provision for SMSC; the Department for 

Education supports this and has released non-statutory advice to schools to ensure 

SMSC is “actively encouraged” (ibid., p.6) during school life. Fundamental British 

Values is another government initiative linked to pupil development: this places a 

requirement on schools in the UK to “actively promote the Fundamental British 

Values of democracy, the rule of law, individual liberty, and mutual respect and 

tolerance of those with different faiths and beliefs” (Department for Education, 2014, 

p.5). Elton-Chalcraft et al. questions whether Fundamental British Values should be 

encouraged by the education system, arguing “the inclusion of …Fundamental 

British Values within a statutory document that regulates the profession is …a 

politicization of the profession by the state…instilling the expectation…teachers are 

state instruments of surveillance” (2016, p.35). Surveillance becomes an effective 

metaphor as under the Prevent Strategy which Howl explains (2018, p.132), it is 

mandatory for teachers to challenge and/or report behaviour which challenges 

Fundamental British Values. Interestingly, Howl questions the effectiveness of 
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Prevent in Leeds, arguing it could lead to Islamophobia in institutional settings 

(2018). 

 

There seems to be an evolution in literature concerning the definition of pupil 

development. Earlier literature seems to assume pupil development only means the 

academic understanding of RE (Jessor, 1945, p.67; Garrity, 1961, p.142). Chave 

exemplifies this, explaining pupil development is how educational “visions and 

objectives are met [in RE]” (1947, p.154). In comparison, more recent literature 

seems to incorporate the previously acknowledged academic understanding of RE 

with an emphasis on personal factors such as individual values and morals together 

with community identity (O’Grady, 2007, p.372; Bigger ,2013, p.98). Fancourt’s 

research demonstrates a combination of these factors: he argues pupil development 

“enables pupils to understand more about RE [but also includes] the development of 

personal and social identity” (2009, p.89). Therefore from literature, three themes of 

pupil development can be drawn. A deeper understanding of RE: Teece’s definition 

of this is useful to explain what it means: “learning from religion” and how this 

creates “a distinctive curriculum experience”, enabling an “extension of subject 

knowledge” (2010, p.98). A distinction should be made between this and what I do 

not allude to: teaching students how to be religious themselves. Personal values 

which I define to mean as individual beliefs, conscience, codes and morals. Finally, 

community identity which I define as how pupils relate to their local community 

regarding understanding and appreciation. These three themes of pupil development 

will be referred to throughout the chapter and will form the basis of exploring how 

pupil development is encouraged during visits to places of worship in Leeds. 

 

Views from RE Teachers in Leeds 

RE teachers in Leeds suggested they have a weak relationship with places of 

worship in Leeds due to their preference to visit places of worship in Bradford city 

centre (interviewees H, L and Q). Interviewee L explained this was because places 

of worship in Bradford are closely located to each other, therefore less money and 

time is required to travel between different places of worship. This suggests some 

RE teachers in Leeds favour to visit multiple places of worship during a school trip, 

which is not surprising as the majority of GCSE exam boards require the study of 

“two or more religions” (AQA, 2018a). Due to this RE teachers in Leeds have to 
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consider travel time between places of worship. Jackson acknowledges this notion, 

stating RE teachers should think carefully about “deal[ing] with the practicalities of 

transport” (2014, p.2) when planning visits to religious buildings. Whilst travel time 

may be an important factor to consider for RE teachers in Leeds when organising 

visits to places of worship, perhaps a more important factor to consider is the 

religious diversity of places of worship within a given location. This would explain 

why RE teachers in Leeds have stronger relationships with places of worship in 

Bradford due to places of worship being more religiously diverse there, therefore less 

travel time would be required between buildings. Figure 1 evidences this: a map of 

places of worship in Bradford city centre including one gurdwara, one synagogue, six 

mosques and eight Christian places of worship. In comparison, figure 2: a map of 

places of worship in Leeds city centre of the same radius includes eight Christian 

places of worship and one Buddhist place of worship. As Brooks suggests, 

Buddhism is rarely covered at GCSE in Leeds (2018, pp.107-108), therefore for the 

majority of GCSE classes, only Christian places of worship would be left to visit in 

Leeds city centre – Bradford is therefore an attractive alternative. Jackson’s research 

findings echoes the relationship secondary schools in Leeds seem to have with 

places of worship in Bradford; he found secondary schools from Leicester’s 

surrounding areas favoured to travel into Leicester’s city centre instead of visiting 

local places of worship (2018, pp.2-3). Jackson found this was due to Leicester’s 

town centre being more religiously diverse in terms of places of worship in 

comparison to surrounding areas (ibid.). Similar to the religious diversity of places of 

worship in Leicester’s town centre, perhaps this is what Bradford city centre can offer 

in comparison to Leeds city centre. 
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Figure 1:  

 

Places of Worship Located in Bradford City Centre. (Google Maps, 2018a). 

 

Figure 2: 

 

Places of Worship Located in Leeds City Centre. (Google Maps, 2018b). 
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RE teachers in Leeds also suggested their secondary school’s relationship with 

places of worship in Leeds was weak due to the specification of GCSE syllabuses 

(interviewees C, H and X). Interviewee H explained their department teaches “an 

ethics based GCSE, students don’t need to see the place of worship if they’re only 

debating issues like animal rights or euthanasia”, suggesting visits to places of 

worship are not necessary as students are taught theoretical intangible issues. 

Interviewee H explained previous visits to places of worship in Leeds involved 

students looking at “stained glass windows”, then commented observing these 

windows did not develop student understanding of ethical issues the class were 

studying. This is significant as only the physical aspects of the religious building are 

being associated with a deeper understanding of RE; the contributions of members 

of places of worship to student understanding of ethical issues are therefore 

dismissed as the focus is on features of the building itself. The GCSE exam board 

AQA exemplifies interviewee H’s point as their focus is on “contemporary ethical 

themes” (2018b). Instead of visiting places of worship in Leeds, interviewee H 

explained they preferred to “show them [the students] online as we have little time”, 

suggesting connections with local religious communities are not a primary concern in 

Leeds due to the demands of teaching GCSE RE. As GCSE specifications are 

available to pupils in England, Wales and Northern Ireland, it could be argued this 

factor is not specific to Leeds. However, I argue RE teachers interviewed in Leeds 

have responded to this research based on their experience of previously engaging 

with places of worship in Leeds during their career, meaning their comments could 

be different in comparison to RE teachers in other cities.  

 

Interviewee H has therefore opened up the debate about the purpose of secondary 

school visits to places of worship. Earlier literature seems to focus on physical 

aspects of the religious building, suggesting the purpose of a school visit is to 

observe religious architecture and to develop pupil understanding of what religious 

points of interest in the building are used for (Beckerlegge, 1988, p.99; Bowie, 1988, 

pp.151; Homan, 1993, p.12). The only theme of pupil development alluded to here is 

a deeper understanding of RE; perhaps interviewee H’s experience of looking at 

stained glass windows can be placed within the realm of this literature. In 

comparison, more recent literature seems to have evolved to now include what 
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people inside places of worship can offer students in terms of explaining religious 

beliefs, how these beliefs are contextualised in local communities and how these 

beliefs could improve pupil character (Moulin, 2011, p.322; Thanissaro, 2012, p.201; 

Walshe and Teece, 2013, p.317). These explanations of the purpose of a visit to 

places of worship allude to all three themes of pupil development: a deeper 

understanding of RE, personal values and community identity. Bastide’s argument 

that “describing a place in words…[or] using a description with photographs …can 

never take the place of a first-hand experience of a visit which allows students to see 

the structure of the building” (1987, p.171) therefore seems outdated as the focus is 

on the physical aspects of the place of worship. Whilst observing religious 

architecture is an immersive experience for pupils, I argue the contribution of 

members of places of worship and the knowledge they can offer students in terms of 

how they interpret religious texts, rules, laws and ethical issues is equally as 

important. This argument can be placed in the realm of more recent literature as it 

acknowledges the role of believers inside the place of worship; it has been 

influenced by members of places of worship in Leeds who clearly can offer valuable 

religious explanations to students (interviewee K, L and M) and Schmack who 

explains students being able to “meet believers… [is] an essential experience…for 

all students” (2010, p.61). 

 

Despite the majority of RE teachers in Leeds suggesting a weak relationship with 

places of worship in Leeds, participant G commented they were “happy with our 

[their] current set up”, concerning their secondary school’s relationship with places of 

worship in Leeds: an important alternative viewpoint to consider. This more positive 

relationship seems to be reflected in the school’s strong community links to places of 

worship located in North East Leeds. Participant G explained the purpose of these 

visits was to “raise awareness of the world religions we [they] study in practice and 

experience how they [believers] live their lives today in Leeds”. This explanation 

acknowledges the importance of engaging with people inside the place of worship as 

well as allowing pupils to understand how religion works in their local community; this 

can be associated with arguments of more recent literature as noted above. It seems 

this type of engagement with places of worship advances a deeper understanding of 

RE and personal values far more than looking at religious architecture: Hunt draws a 

distinction between pupils who are exposed to “the thoughts, feelings, beliefs or 
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emotions of people who are religious”, arguing this encourages a “high order skill” of 

understanding in comparison to observing physical aspects of the religious building 

which encourages “low order skills” (2015, p.52) of recalling items of furniture. This 

allows pupils to “position themselves” (Jackson and Everington, 2018, p.14) in 

relation to what believers have explained. 

 

Therefore, the majority of responses from RE teachers in Leeds suggest secondary 

schools have a weak relationship with places of worship in Leeds which contradicts 

the general consensus of literature. However, where this relationship is described as 

stronger, this is based on the people inside the place of worship, which 

demonstrates the positive impact religious believers in Leeds have made on pupils 

through explaining their faith. 

 

Views from Members of Places of Worship in Leeds 

All members of places of worship in Leeds and most RE teachers commented their 

relationship was weak with each other: this demonstrates triangulation. A useful tool 

of analysis, triangulation demonstrates consistency of my argument via “cross-

checking data from multiple sources” (O’Donoghue and Punch, 2003, p.78). 

Generally, religious believers in Leeds felt more strongly about the fragility of their 

place of worship’s relationship with secondary schools: interviewee L commented 

this relationship “seriously needed improving”. The reason given for this is summed 

up by interviewee M who explained they felt they were “exciting resources ready and 

waiting to interact [with secondary schools in Leeds] …but if they ever do visits, they 

seem to go to Bradford”. This suggests religious believers in Leeds feel unsatisfied 

they are not being used to their full potential by secondary schools in Leeds. 

 

Another reason members of places of worship in Leeds commented their relationship 

with secondary schools is weak is because the majority of visits are from primary 

schools. Interviewee L commented visits to their place of worship from primary 

schools in Leeds were a “tick box exercise for Ofsted”; the visit’s purpose was to 

simply “complete elements of the locally agreed syllabus for RE in Leeds”. This 

suggests primary schools in Leeds feel forced to satisfy obligations set by the Leeds 

Syllabus for Religious Education as primary schools should allow pupils the 

opportunity to “observe… religion” (Leeds City Council, 2015, p.13). Although 
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Kennedy suggests the ‘local’ element of Leeds Syllabus for Religious Education was 

valued highly by participants (2018, p.38), it seems regulations concerning visits to 

place of worship are regarded less favourably. Interviewee L commented the visit to 

their place of worship was an unfulfilling experience as it was not organised for the 

right reasons; they explained the primary school only wanted photographs for a “nice 

display board”. Instead, interviewee L explained they would prefer to “build on their 

[secondary school student’s] existing knowledge they have grasped during their 

journey through education”, suggesting members of places of worship in Leeds 

would like to engage more with secondary schools in Leeds to enable students to 

have a deeper understanding of RE. 

 

A weak relationship with secondary schools was also described by interviewee M 

who explained they never have visits from secondary schools. This could support 

Brooks’ argument RE teachers in Leeds sometimes encounter problems when 

organising school visits to places of worship due to time taken out of the school day 

(2018, p.110). Interviewee M added they have a “moral duty” to engage with 

secondary schools in Leeds because “students are at a stage in life where they are 

learning right from wrong …we [they] could guide students through this…we [they] 

want to engage with school communities”. This suggests secondary school visits to 

places of worship in Leeds could be more important to pupils in comparison to 

primary school visits due to the age of pupils; alluding to the themes personal values 

via moral guidance and community identity via creating stronger community 

connections. The notion of places of worship in Leeds having a moral duty to engage 

with secondary schools is acknowledged by interviewee Q – they explained the 

importance of visiting places of worship was to teach secondary school pupils about 

right and wrong attitudes to their local community, therefore the main purpose of 

visiting their building was to allow pupils to “find a way to understand people who are 

different from ourselves and respect them… that’s part of being British”. This 

suggests visits to religious buildings in Leeds could encourage Fundamental British 

Values, particularly “mutual respect and tolerance of those with different faiths and 

beliefs” (Department for Education, 2014, p.5). Valk acknowledges some places of 

worship believe they have a moral duty to develop pupil’s morals; he argues 

secularism makes it increasingly difficult for pupils to learn about morals due to 

contrasting religious worldviews which pupils find confusing (2007, p.279). Valk 
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therefore recognises the importance of moral perspectives of local believers in 

encouraging secondary school pupils to “explore rather than ignore” (ibid., p.280) 

individual moral development. More recently, this notion has been supported by 

Holley who describes members of places of worship as “vibrant moral angels” (2016, 

p.72), explaining they transmit moral values from believer to pupil. However, 

Woodhead seems to dismiss the necessity of believers educating pupils about 

morals, explaining “digitally rich schools” (2017, p.9) can use technology to teach this 

instead. However, as morals and values are underpinned by communication and 

empathy between people, it is difficult to understand how a simple internet search 

could provide the same level of moral awareness members of places of worship in 

Leeds can provide. 

 

Therefore, it seems RE teachers and members of places of worship in Leeds have 

different agendas concerning the purpose of secondary school visits to religious 

buildings, which contributes to their perceptions of a weak relationship. Whereas 

most RE teachers in Leeds focussed on the academic benefits (or lack of) when 

visiting places of worship, members of places of worship in Leeds see visits as an 

opportunity to contribute to personal values of pupils through moral teaching as well 

as community identity of pupils by contextualising morals and values to the 

community where pupils live, encouraging a better understanding and appreciation 

of local areas. Perhaps Hunt offers middle ground between the two approaches, 

arguing secondary school visits to religious buildings “provide a highly memorable 

educational experience which may help to develop social understanding and counter 

prejudice” (2015, p.114), thereby alluding to all three themes of pupil development: a 

deeper understanding of RE, personal values and community identity. 

 

‘Pupil Development’ – an Ambiguous Term? 

Barnes argues in RE pupil development is an ambiguous term, therefore RE has 

become a “Cinderella subject” (2014, p.13), meaning nobody is sure how pupils 

benefit from it. Whilst I agree pupil development can be ambiguous, I associate this 

with more positive connotations as different understandings of pupil development in 

Leeds reflect the diversity of people’s experiences which provide an interesting 

range of avenues to explore. As previously suggested, literature on pupil 

development indicates three main themes which seem to be mirrored in responses 
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from participants in this research. The deeper understanding of RE element of pupil 

development was suggested by interviewee H1 who defined pupil development as 

“seeing how children grow in their understandings of religion”. The personal values 

theme was acknowledged by interviewee I who defined pupil development as “how 

pupils grow emotionally, mentally and spiritually”. The community identity theme of 

pupil development was recognised by interviewee L who commented pupil 

development was “developing the wider young person in the wider local community”. 

 

When asked how and why pupil development was encouraged during visits to 

religious buildings, a range of answers were given. Interviewee I explained visits to 

places of worship in Leeds “gives them [students] different perspectives on cultures 

to the one they’re used to, allowing them to see how religion works in Leeds today”. 

Participants also explained visiting places of worship in Leeds helped to break down 

stereotypes of Islam which encouraged a better understanding of local community – 

this topic was never prompted in previous questions, however it may highlight a flaw 

when we conducted research because prior to conducting group interviews, we 

introduced ourselves and explained our individual chapter topics: one of which is 

Islamophobia. The breaking down of stereotypes was approached from two 

perspectives. Academically, interviewee F explained visiting a mosque allows 

students to explore their assumptions of mosques: “many students expect there to 

be a dome on top of the mosque… taking students allows me to explain why some 

mosques don’t have a dome”. From a personal perspective, interviewee H explained 

visiting mosques allows students to “realise the negative stereotypes in the media 

[about Muslims] are not true…Muslims aren’t those scary people in the news, they 

could be the guy next door”. This supports Howl’s argument in Leeds the main types 

of Islamophobia are at an institutional and individual level (2018 ,p.122). Howl’s 

argument is based on Todd’s definitions of Islamophobia (1994, p.81). 

 

Experiential Learning and Lived Religion in Places of Worship in Leeds 

Underpinning responses above concerning how pupil development is encouraged is 

the notion of lived religion. Popularised by McGuire, lived religion acknowledges the 

“complexities of individuals’ religious practices, experiences and expressions”, 

recognising this rarely fits the “standard sociological assumptions” (2008, p.2) about 

general religious beliefs and practices. Therefore, it seems for students to have the 
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opportunity for pupil development inside places of worship in Leeds, they must be 

exposed to lived religion: contextualised religious beliefs in Leeds. One effective way 

of allowing students to be exposed to lived religion in places of worship in Leeds is 

through experiential learning as this “provides the basis of…theological explanations” 

(Jarvis, 2008, p.553). A student-centred style of learning, experiential learning is 

based on student’s “personal understanding and internal motivation” (Driesen, 2011, 

p.133). Arguably, lived religion and experiential learning are most accessible inside 

places of worship in Leeds as there are no other places which offer this type of 

learning with local believers in Leeds. This could explain why the relationship 

between secondary schools and places of worship in Leeds is weak: exams are not 

concerned with lived religion in local communities. Despite Breunig explaining 

contextualised religious beliefs are important to allow pupils to appreciate the 

diversity of their local area (2005, p. 115), it seems pupils in Leeds are missing out 

on the opportunity to learn about local religious communities. This could be due to 

believers in Leeds offering a different interpretation of religion in comparison to what 

exam boards stipulate should be taught. 

 

Despite this, there is strong potential for pupil development during secondary school 

visits to places of worship in Leeds - this is because members of places of worship in 

Leeds commented visits to their building would incorporate elements of lived religion 

and experiential learning (interviewees F, I, M and Q). This argument is specific to 

secondary school pupils as they already have knowledge to extend which primary 

school students may not have encountered (Watson and Thompson, 2014, p.94). As 

will be explored below, tasks which incorporate elements of lived religion and 

experiential learning seem to encourage all three themes of pupil development. This 

means secondary school visits to places of worship in Leeds could equip pupils with 

a deeper understanding of RE, however engaging with local believers who are ready 

and waiting to contribute to personal values of pupils could encourage pupil’s 

community identity due to an extended appreciation of the diversity of local groups in 

Leeds: this is just as important as academic progress. Therefore, despite responses 

from participants in Leeds suggesting themes of pupil development are isolated, as it 

appears all three themes could be encouraged during visits to places of worship in 

Leeds, an overlap of these themes should be recognised. Features of lived religion 

and experiential learning seem to be primarily delivered by people inside places of 
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worship in Leeds; this fits in with more recent literature published on the purpose of a 

visit to a place of worship (as previously explored). As members of places of worship 

in Leeds suggested they are not used to their full potential by secondary schools in 

Leeds, acknowledging what they are able to offer secondary schools in Leeds is 

therefore important.  

 

Members of places of worship in Leeds explained one task they have previously 

done or would like to do during secondary school visits to their place of worship is 

treasure hunts around the building (interviewees F, L and O1). This suggests 

experiential learning could happen through the physical exploration of the building, 

meaning a deeper understanding of RE could be encouraged as pupils collect new 

information enabling them to “construct their own understandings” (Naiditch, 2016, 

p.87). During the task, interviewees explained believers would stand near points of 

interest in the building and encourage dialogue with the pupils (interviewees F, L and 

O1). This is where the opportunity for pupil development becomes stronger due to 

the combination of believers and the structure of the place of worship working 

together to give students the chance for experiential learning both physically and by 

talking to believers. Engaging with believers inside places of worship in Leeds could 

also develop personal values of students including factors incorporated into SMSC 

provision for example social skills as well as moral awareness. This task also 

highlights the opportunity for pupils to be exposed to lived religion in Leeds as they 

could learn about religious interpretations in their local area, which could encourage 

a stronger sense of community identity: as NATRE suggest, students coming into 

contact with people of different beliefs can promote “positive community relations” 

(2018b). Therefore treasure hunts in places of worship in Leeds seem to incorporate 

elements of experiential learning and lived religion which could encourage all three 

themes of pupil development. Consequently, treasure hunts as a task should “not be 

overlooked as just a game” (Hutchinson and Lawrence, 2017, p.188). 

 

Another way members of places of worship in Leeds suggested experiential learning 

could happen during secondary school visits to their building was giving students the 

opportunity to ask questions (interviewee I, K and H1). This is an experiential form of 

learning as it allows students to probe religion for themselves, which could 

encourage a deeper understanding of RE as pupils would have the opportunity to 
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tailor their learning and “exercise critical skills” (Keast, 2007, p.94). Interviewee L, a 

member of a place of worship in Leeds commented “students asking questions is 

how we all get something out of it…it shows they’ve done the thinking… they’ll be 

interested in our answer”. This comment demonstrates a reciprocal relationship; as 

students and believers in Leeds could benefit from engaging with each other, this 

shows how the community identity theme of pupil development could be 

encouraged, as pupils would have a more meaningful appreciation of the diversity of 

their community who are willing to contribute to their education. Jackson supports 

this notion: “students benefit at a personal and educational level when visiting a 

place of worship, as does society as a whole” (2014, p.97). An RE teacher in Leeds 

commented on their experience of students being able to ask questions inside 

places of worship in Leeds: students “were…able to ask any questions they had 

about the faith that could be answered by actual followers of that religion” (participant 

G). This could indicate how lived religion in places of worship in Leeds offers more 

authentic religious interpretations in comparison to what exam specifications require 

to be taught. This could also suggest how the personal values theme of pupil 

development could be encouraged because answers given by believers in Leeds 

could contribute to pupil’s spiritual awareness (also an aspect of SMSC 

development), allowing them to reflect on how and why different members of places 

of worship in Leeds follow religious doctrine. 

 

Attitudes in Leeds to Types of Pupils Likely to Benefit from Visiting Places of 

Worship 

The majority of participants in Leeds suggested different types of pupil would be 

more likely to benefit in terms of gaining a deeper understanding of RE from visiting 

a place of worship. Interviewee H suggested boys may benefit more from visiting 

places of worship commenting “the way boys and girls learn is sometimes different, 

for boys, anything that brings it to life and is less theoretical is useful”. Tamminen’s 

research supports the notion boys and girls learn about religion differently: when 

students were asked to comment on their observation of prayer inside a place of 

worship, Tamminen makes a gender distinction between girls who commented on 

“being in conversation with God” acknowledging the meaning behind prayer, 

whereas boys commented on “the external forms of prayer like being quiet and 

folding one’s hands” (2016, p.175). This could support the idea boys could benefit 
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more from visiting places of worship as the focus is on the physical expression of 

religion. Participant G suggested pupils with special educational needs or disabilities 

(SEND) may benefit more from visiting a place of worship. Interviewee H supported 

this, commenting some of these students find it “difficult to understand 

concepts…but being inside a place of worship brings it to life”. However, participants 

in Leeds also suggested visiting places of worship could encourage the personal 

values of particular demographics of students for example interviewee F suggested 

students from “white working-class backgrounds in Leeds would benefit more from 

going to a mosque”. 

 

The Ability of Places of Worship in Leeds to Host Successful Secondary 

School Visits 

Although responses given above were from participants in Leeds, their answers 

focussed on visiting places of worship in general; arguably their answers were not 

specifically based on places of worship in Leeds. Therefore although participants 

commented certain types of pupils may benefit more than others during visits to 

places of worship, this does not seem to be the case in Leeds. Instead, it seems 

members of places of worship in Leeds have the ability to make a visit to their 

building a successful and valuable experience for all pupils: the criteria of which is 

the fulfilment of all themes of pupil development (a deeper understanding of RE, 

personal values and community identity). This is due to members of places of 

worship in Leeds explaining they were understanding of the measures they along 

with RE teachers should take to ensure visits were tailored to the needs of the class. 

Hunt explains for all students to have an equal opportunity for development inside 

places of worship, there must be clear communication before the visit between RE 

teachers and members of places of worship (2014, p.22). Members of places of 

worship in Leeds seemed especially keen on this: interviewee L explained they like 

to know a little about the class before they come and that they would “go by anything 

the school requests” and interviewee Q commented “I’d ask the teacher …what they 

are wanting the students to get out of the visit…then we would tailor make visit plans 

and check this with the teacher before the visit”. This suggests many members of 

places of worship in Leeds are invested in customising visits to their building in 

collaboration with the teacher: a combination of the familiarisation of the teacher who 

knows the class along with the knowledge and experience of believers in Leeds 
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demonstrates how different learning styles and needs of individual pupils could be 

accommodated. Therefore, it seems that all students could benefit from visiting 

places of worship in Leeds. 

 

The opportunity for members of places of worship in Leeds to make a visit to their 

building a successful experience for all pupils is strengthened by the workshops 

Pennine Learning (see directory, p.146) offer to members of places of worship in 

Leeds. These workshops offer practical advice and ideas to members of places of 

worship in Leeds to ensure visits run smoothly and are worthwhile. As Kennedy 

explains, SACRE have identified the need to support visits to places of worship in 

Leeds (2018, p.29). Pennine Learning work with SACRE, so it is not surprising these 

workshops are offered. Therefore, it seems there is stronger potential for all three 

themes of pupil development to be encouraged during secondary school visits to 

religious buildings in Leeds; this is partly due to training and support offered by 

Pennine Learning. 

 

Conclusion and Recommendations 

In conclusion, the relationship between secondary schools in Leeds and places of 

worship in Leeds is weak. This is based on the perspectives of the majority of RE 

teachers who responded to this research in Leeds who prefer visiting places of 

worship in Bradford and those who explain visiting places of worship will not 

encourage a deeper understanding of RE due to students learning about ethical 

issues which would not be advanced by looking at the physical structure of a 

religious building. The perspectives of members of places of worship who responded 

to this research in Leeds also contribute to the understanding of this weak 

relationship; they feel they are not being used to their true potential by secondary 

schools in Leeds and see visits to their building as an opportunity to contribute to 

students’ deeper understanding of RE and personal values based on their 

interpretations of morals and beliefs in Leeds which could contribute to the 

community identity of secondary school pupils. Despite this weak relationship, there 

is strong potential for all three themes of pupil development to be encouraged during 

secondary school visits to places of worship in Leeds due to members of places of 

worship in Leeds incorporating aspects of experiential learning and lived religion 

during visits to their building. The opportunity for pupil development for all pupils 
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during visits to places of worship in Leeds is further strengthened by members of 

places of worship’s ability to plan visits in collaboration with teachers, meaning visits 

are tailored to the knowledge and learning styles of individual classes.  

 

As this chapter has considered the importance of engaging with places of worship in 

Leeds and the contribution this could make to pupil development, it seems suitable 

to reflect on how the weak relationship between secondary schools and places of 

worship in Leeds could be improved. This could be another avenue of research 

entirely however the directory (see p.145) could be a useful place to start for RE 

teachers in Leeds who are interested in engaging with places of worship in Leeds. In 

addition, it seems RE teachers in Leeds need to be equipped with more provision to 

organise visits to places of worship in the form of curriculum time and funding which 

would enable classes to have more time to travel to different places of worship 

located across Leeds. This would provide students with more opportunities to 

engage with believers in Leeds, enabling students to appreciate the religious 

diversity of the city in which they are educated. 
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The Visibility (or Invisibility) of Buddhism, Sikhism and Hinduism in 

Educational Spaces in Leeds 

 

S.Brooks 

 

This chapter of the report focuses on Buddhism, Sikhism, and Hinduism, and works 

to identify whether the three religions are visible or invisible within different 

educational spaces within Leeds. The main focus within this chapter is on school 

curriculum(s) in Leeds, and on interfaith work within Leeds, and will conclude that 

Buddhism, Sikhism, and Hinduism do not have the same amount of visibility as each 

other, or as other religions, in educational spaces within Leeds and any visibility is 

context dependent. However to further develop this, the chapter also considers 

school engagement with places of worship, and education that takes place in places 

of worship.  

 

In previous research done by Knott and Kalsi in 1994, Hinduism and Sikhism were 

termed as ‘Asian’ in an act to avoid terming them as ‘South Asian’ which is usually 

the case within academic writing. In this report, I avoided referring to the three 

religions as ‘South Asian’ too, as I am not considering all the South Asian religions 

(e.g. Islam, Jainism etc.) and Buddhism is not strictly South Asian. Instead then, this 

report focuses on Buddhism, Hinduism, and Sikhism not on the basis of them being 

similar, or from the same sub-continent, but on the basis that they are three minority 

religions within Leeds, and so ensures that Buddhism, Sikhism, and Hinduism as 

religious traditions are not grouped together in a definitive way and are referred to as 

individual religions.   

 

In Leeds, the biggest religious group is Christianity, followed by Islam, and then 

Sikhism (Leeds City Council, n.d.) At the time of the 2011 census there were around 

2772 Buddhists, (0.4% of the population in Leeds), 8914 Sikhs (1.2% of the 

population in Leeds), and 7048 Hindus (0.9% of the population of Leeds) living in 

Leeds- a number which has likely increased since then (Leeds City Council, n.d.). 

Each of these religious communities have become well-established in Leeds, and 

each have settled in smaller communities- each having a near-by place of worship. 

Leeds City Council (no date), reported that two of the main areas in which Buddhists 
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have settled is in the Hyde Park and Woodhouse area, and also in the City centre, 

and each of those communities has a place of worship; Wat Buddharam in the 

Woodhouse area, and Jamyang Buddhist Centre in the City centre. For the Sikh 

Communities, there are seven Gurdwaras in Leeds which serve areas such as 

Moortown, Alwoodly, Farsley, and Roundhay, and Hindus have a Mandir which is 

located between the Hyde Park and Burley area- where around 8.6% of the Hindu 

Community lives. (Leeds City Council, n.d.). 

  

However, Leeds has not always had this diverse landscape, and was changed by 

migration from other countries. The first significant group of migrants to Leeds, were 

the Catholics from Ireland, and Jewish people in around 1840 to 1860, and the next 

set of migrants did not arrive until around the 1950’s and 60’s; these migrants were 

the Afro-Caribbean community who brought along different types of Christianity with 

them- the most notable being Pentecostalism (Bates, 2016). After World War Two, 

migrants came from India, Pakistan, and Bangladesh, especially after the partitioning 

of India and Pakistan in 1947 (Bates, 2016), giving Leeds a more diverse population 

once again. Revd. Trevor Bates (2016) noted that the early Hindu and Sikh 

community settled in areas such as Chapletown and Armley, and the university area, 

(for a more detailed review of the early distribution of the Sikh community and castes 

across Leeds, please see Kalsi, 1992) and undertook manual labouring jobs; “such 

is the desperation of migrant people for shelter, employment and safety, they often 

had little choice but to live in inadequate, poor, crowded and overpriced conditions, 

and to work in demanding situations for unsatisfactory wages”( p.10). Within a 

decade, the migrants’ wives and families joined them in England, and the 

communities continued to grow with religion being a centre for them in their new 

homes; “as practitioners moved…they brought their religions with them to the new 

places of settlement...practitioners invariably sought to re-create their religious and 

cultural lives” (Vásquez, 2010: 130). Quickly, these minority communities in Leeds 

became established, and today their presence is visible in all parts of Leeds. 

Woodward (2012) argues that this diversity means we should strive for community 

cohesion, in which every person in society feels like they belong here, and their 

background, religion, and culture is appreciated. In Leeds, I would argue that we 

have great educational spaces where this important education can take place, and 
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so this essay aims to explore how visible, in particular, Buddhism, Sikhism, and 

Hinduism in Leeds are within this education.  

 

The Curriculum  

The department for children, schools, and families’ non-statuary guidance (DCSF 

2010) reports that Religious Education in schools “is an important subject itself, 

developing an individual’s knowledge and understanding of the religions and beliefs 

which form part of contemporary society” (p.7). Leeds is made up of diverse groups 

including Buddhists, Sikhs, and Hindus. The first research question was therefore 

‘Does the curriculum that schools in Leeds follow give space for Buddhism, Sikhism, 

and/or Hinduism to be taught?’. As Religious Education is compulsory but has no 

nationally agreed curriculum, the government allow each council to create and tailor 

their own curriculum to the needs of their town or city (see the report’s introduction, 

and Kennedy 2018). The Leeds locally agreed syllabus states that Sikhism should 

be taught from Key stage two, and then Buddhism and Hinduism should be taught 

from Key Stage three (p.5); this identified two main key questions for this section: 1) 

To what extent Is Buddhism, Sikhism and Hinduism taught, and given enough 

representation within the curriculum between year seven and nine?, and 2) Which 

religions do the teachers choose for GCSE study, and why?. 

 

Questionnaires were sent out to secondary school teachers in Leeds (please refer to 

the methodology), and the responses presented the three religions being 

represented to some extent within RE classrooms in Leeds. Three schools from 

separate academy trusts responded, as well as one independent school, along with 

representatives of the catholic diocese who run all catholic schools in Leeds 

(explained by Sykes 2018). It is important to note here that academy schools, 

independent schools, and the schools ran by the catholic diocese all do not have to 

use the locally agreed syllabus set out by any council. Out of the three academy 

schools, only one reported that they use the Leeds Agreed Syllabus, (Participant C), 

with another saying they “follow it to an extent” (Participant X), and the other saying 

they do not use the syllabus at all. However, the rest of these schools reported that 

they do incorporate Buddhism, Sikhism, and/ or Hinduism into their lessons and 

curriculum in the ways which best suit their school. The independent school reported 

the least amount of engagement with Buddhism, Sikhism, and Hinduism, and the 
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Catholic representatives reported the most amount of visibility of the three religions 

as they receive half a term each (Participant U and V).  

 

All of the respondents stated that they teach the minority religions between years 

seven to nine, and the way these religions are taught is varied between schools. 

Participant C, who follows the Leeds Syllabus reported how Buddhism, Sikhism, and 

Hinduism are given curriculum time between years seven and nine and are taught 

each religion for half a term once throughout those three years, which supports the 

argument in Kennedy (2018)’s chapter, in which SACRE members say that the 

curriculum is flexible to each demographic, as it allows space for the minority 

religions in Leeds (p.28). Participant X discussed how they teach Sikhism and 

Hinduism, and the main beliefs of each of those religion in year seven and eight, and 

then in year nine the focus is on ethics which then are linked back to the relevant 

religions in which the ethical issues relate to. Participant G teaches the three 

religions less than participant X, and discussed how they do a whole term on each 

major world religion- which includes Buddhism, Sikhism, and Hinduism in year 

seven. However, in participant G’s case after year seven, the classes move on to 

focus on Christianity and Islam as to prepare the students for the GCSE syllabus. 

Another example is participant H, who reported that they mainly teach Christianity, 

Islam, and Judaism, and use Hinduism as a comparison to the Abrahamic faiths. 

Thus suggesting so far that Buddhism, Sikhism, and Hinduism are not all as visible 

as each other in the Religious Education classes in these schools in Leeds, nor are 

they as visible as Christianity or Islam.  

 

The second key question concerns GCSE religious studies in schools. On all GCSE 

RE exam boards it is compulsory to choose Christianity as a faith to be studied, but 

then one other choice can be made from the five other world religions; Islam, 

Buddhism, Sikhism, Hinduism, or Judaism. (AQA, OCR). The same teachers were 

asked which religion they teach alongside Christianity at GCSE, and all respondents 

answered ‘Islam’, which contradicts the argument by Woodward (2012) who 

suggests that a lot of teachers distance themselves from teaching Islam in depth due 

to the public views on the religion and its perceived links to extremism (p.142); as in 

Leeds, we have found the opposite, and teachers give a lot of curriculum time to 

Islam.  When asked for reasons for this choice, teachers offered various reasons- 
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one being that the demographics of the area within Leeds that the school is located 

has more Muslim students than other faiths students, and that they chose to teach 

Islam because it would be more relevant to the school as more people could identify 

with it. Another reason for teachers choosing Islam, is that Islam is a religion in which 

the teachers know more about/specialised in, so they felt more comfortable teaching 

Islam rather than any of the others. Some teachers also said that their second choice 

other than Islam would be Judaism; the Catholic representatives (participants U and 

V)  said this is due to it being a biblical tradition faith along with Christianity, and 

participant H said it is due to Judaism being another Abrahamic faith, and so it is 

better to teach as students can see direct comparisons. Participant G also noted that 

in the new GCSE specification Hinduism has more content to cover than it ever has 

before and so perhaps this is another reason for why many teachers do not choose 

to teach that religion at GCSE; teachers already have more than enough content at 

GCSE to get through with their students, as well as it already being enough pressure 

on students, without adding extra content by teaching Hinduism.  

 

From the research, it is clear that there is not one curriculum which every school in 

Leeds who responded follows, and so to make conclusions on ‘a curriculum’ would 

be unhelpful. Instead, I would argue that from the evidence the Leeds Agreed 

Syllabus, if followed, gives Buddhism, Sikhism, and Hinduism an exceptional amount 

of visibility, with Participant C commenting on how much their students love to learn 

about each of those religions. However, in the schools which do not follow the 

syllabus, Buddhism, Sikhism, and Hinduism do not receive a satisfactory amount of 

visibility in the RE classes in those schools, with the exception of the Catholic school. 

Hinduism and Sikhism are generally taught in year’s seven to nine, whereas 

Buddhism seems to be the least taught at this level. This finding is similar to those by 

Thanissaro (2011), who also found in his research that Buddhism is given little or no 

time in class, and any time it is given is to teach topics like meditation rather than the 

beginning and progression of Buddhism, as it is when Christianity is taught for 

example. In Leeds, it became apparent in the interviews that Buddhism was “mostly 

left until A level” (participant U) due to the debates surrounding Buddhism being non-

theistic; the teachers did not want to confuse the students especially as they were 

not studying Buddhism at GCSE (participant U), despite the findings such as those in 

Connolly and Connolly (1986), which showed how by teaching Buddhism at Key 
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stage four increased the number of those who signed up to take GCSE RE, 

suggesting that students want to study Buddhism at GCSE. In Leeds, this could 

explain why there is Buddhist representatives on the SACRE (Kennedy 2018) to 

ensure that the local community needs are heard and the religion is visible within 

education, exemplified by the way Buddhism is included in the recently re-written 

Leeds Agreed Syllabus. Although Sikhism and Hinduism are visible within the 

curriculum from year seven to nine, they are not as visible as Christianity, for 

example. This however is not surprising as Christianity is compulsory to study at 

GCSE so it makes sense that the teachers would want to set up the year seven, 

eight, and nine curricula to directly benefit the GCSE aspect of the course, where 

they are most likely to choose Islam and Christianity. 

 

In regard to the research on GCSE Religious education in schools in Leeds, 

Buddhism, Sikhism, and Hinduism are all invisible within the GCSE course that 

students take, as although all three religions are available to be taught at GCSE, 

teachers are choosing to teach Islam mainly due to the demographics within Leeds, 

and speciality of teachers. However, this research has only considered a few schools 

in Leeds due to the lack of response from questionnaires from teachers, (see 

methodology p. 17-19) so the results cannot be over-generalised to every secondary 

schools within Leeds. It is also important to note here that it was not just the 

secondary school syllabus that was considered when conducting research. The 

syllabus for Primary Schools was also considered, as the Leeds Locally Agreed 

Syllabus states that Sikhism should be taught in Key stage two (year three to six at 

primary school). Forty primary schools were contacted to take part in a 

questionnaire, however there were no respondents and therefore Primary schools 

and conclusions around whether they give space or to Sikhism in particular, but also 

potentially to Hinduism or Buddhism in their Religious education lessons could not 

be drawn.  

 

In conclusion, for the first key research area of this report “does the school 

curriculum give space to Buddhism, Sikhism, and Hinduism?”, I think it is reasonable 

to argue that through the Leeds Agreed Syllabus all three religions are given the 

opportunity in Leeds to be taught during RE lessons throughout years seven to nine; 

the syllabus is there to provide the teachers with the basis of what needs to be 
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taught and so therefore it is down to the teachers or schools to either teach what is 

on the syllabus or to go against it. As previously stated, from the research we found 

a lack of teachers/schools who follow the syllabus, and perhaps this is what causes 

the lack of Buddhism, Sikhism, and/or Hinduism being taught in Secondary Schools 

in Leeds. As also previously discussed, teachers have been more likely to choose 

Islam and Christianity to teach at GCSE, which as evidenced by responses from 

multiple participants influences what teachers choose to teach at Key stage three or 

how in-depth to teach certain religions- with the concentration again being on 

Christianity and Islam. This decision has been justified by teachers due to 

demographics of Leeds and the School itself - but my question here is should we 

accept these excuses? In this research, Leeds has been described as unique for its 

diversity compared to a lot of its surrounding cities, towns, and counties (Participant 

N), so surely should this diversity be addressed in RE lessons across Leeds; to 

educate Leeds students about their city and the diverse members which make up the 

city, in which Religion may be important to them and their lives? In my opinion, the 

answer is Yes; the minority religions in Leeds in which this report discusses deserve 

the space to be taught in RE lessons to all students in Leeds, as they are of ever 

growing importance as people come across people of different religions throughout 

their lives, and should be understanding and respectful. Thus, the question of what 

can be done to encourage Buddhism, Sikhism, and Hinduism to be taught in RE 

classes in Leeds? 

 

A number of suggestions could be made for RE as a whole across the country to 

include more content/give more time to Buddhism, Sikhism, and Hinduism; such as a 

move to the well-debated National Curriculum (Commission on Religious Education, 

2017), of which the suggestions from the interim report seem positive and inclusive 

of all religions and non-religious viewpoints, which could give more visibility to 

Buddhism, Sikhism, and Hinduism within the curriculum. Additionally, Barnes (2012) 

suggests RE could be less exam-based so that students engage with the subject 

without feeling pressured to remember the topics as facts for exams, and instead 

uses the subject to personally develop in to a well-rounded individual (p.65). 

However, to be more specific to Leeds, my recommendation is that more academy 

schools adopt the Leeds Locally Agreed Syllabus as this has proved to have the 
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most equal visibility of all religions, and the Leeds SACRE should do more to 

promote this inclusive syllabus to the academies.   

 

School Engagement with Places of Worship  

After the first agreed Religious Education syllabus in 1975 in Birmingham which 

moved to include multi-faiths instead of the previous sole focus on Christianity, this 

lead to a need to make religious education more accurate and credible which in turn 

made visits to places of worship a more consistent feature of RE; “[In Leeds] 

Synagogues, mosques, gurdwaras and temples, as well as churches, began to host 

school parties, equipped with worksheets and clipboards, coming to learn how 

people worship and celebrate in different traditions.” (Summerwill 2016: 83). If visits 

to places of worship was once a key element to Religious Education in schools in 

Leeds, a question was raised of whether this was still the same today- or if the later 

move to visual aids had somewhat replaced the physical visits. The full view of 

school engagement with places of worship can be found in the chapter by Kara-Zaitri 

(2018), however this chapter focuses on the Buddhist, Sikh and Hindu places of 

worship within Leeds and how schools engage with them.  

 

From the research there was a significant lack of engagement from secondary 

schools in Leeds to places of worship (Kara-Zaitri, 2018), with one of the reasons for 

this lack of engagement identified by participant X who said that they do not have the 

opportunity to take their classes out on trips because it is too time consuming. 

Participant C, however, started to unpick the lack of engagement further whilst 

explicitly giving reasons for why Buddhist, Sikh, and Hindu places of worship have 

the least engagement from schools. Participant suggested that although they had not 

yet been on a trip with their classes, they would only take their GCSE classes (which 

study Islam and Christianity and so the trip would be to a Mosque and Church) as 

they felt a trip to a place of worship would only benefit their GCSE class rather than 

their Key stage three classes. Other participants confirmed similar thought processes 

in which GCSE classes are the ones most likely to go on trips, and to only Mosques 

and Churches to fit in with their studies. This is significant as the pattern of only 

GCSE classes going on trips leaves out the Buddhist, Sikh, and Hindu place of 

worship as the students do not tend to study these subjects at GCSE. This therefore 

means that students in Leeds are not benefiting from the full experience of Religion 
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in Leeds, as they are learning just for exams and not for their own personal 

development- a concept which is discussed further in Kara-Zaitri (2018).  

 

Representatives from places of worship were also asked their view on school 

engagement. The representative from the Hindu Mandir in Leeds said they only tend 

to receive any engagement from primary schools and do not receive any requests for 

visits from secondary schools, which again fits with Zara-Zaitri’s (2018) argument of 

a lack of engagement from secondary schools with places of worship. Despite this, 

the representative said that the Mandir is keen to engage with secondary schools as 

they feel it is important for pupils to get the full experience of the religion, and visiting 

the Mandir allows students to see how the religion is practiced. Additionally, both 

Buddhist and Sikh places of worship also appeared to be enthusiastic to provide a 

service in which students across Leeds can visit the places of worship so that the 

students understanding on that particular religion grows.  

 

In conclusion, although there is a lack of engagement from schools to places of 

worship, if there is any school engagement with places of worship then it is more 

likely to be with Churches and Mosques as this fits in with GCSE study and teachers 

see it as more beneficial for the students. Thus, I am arguing that in terms of 

educational school visits to places of worship Buddhism, Sikhism, and Hinduism are 

invisible as a direct consequence of not having as much visibility in RE classes in 

Leeds as other religions.   

 

Interfaith  

After focusing on the curriculum, and then briefly looking at how this effects school 

engagements with places of worship, the research moved on to looking at the 

interfaith networks in Leeds, and if Buddhism, Sikhism, Hinduism are visible within 

those networks. For the purpose of this report, I am defining Interfaith as the 

organised interactions between members of multiple religions. During background 

research, I found multiple platforms where interfaith events and networks take place 

within Leeds; for example, the Leeds University Interfaith committee at the University 

of Leeds organise extensive events during interfaith week to celebrate and help 

people understand different faiths, and Participant F1 recognises that in their church 

they conduct a lot of interfaith work, but it is mostly with Muslim groups as this is 
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primarily the group with the highest demographic near their church. Additionally 

during this background research I came across Concord, an interfaith network within 

Leeds, and when speaking to a representative of the Hindu Mandir in Leeds they 

mentioned that people from the Mandir work closely with Concord.  

 

Concord, first founded in the 1970’s by Peter Bell, is a network of people from 

different faiths across Leeds, who aim to create a community between the faiths 

which is based on tolerance, understanding and co-operation (Concord). Concord 

was first set up as response to the growing racial discrimination in Leeds which was 

present in Leeds in the 1960’s, after the migration of the groups of people which this 

report is concerned with, as it was causing these minority ethnic groups to have an 

un-pleasant time living in Leeds (Bates, 2016: 27)- something which was not unique 

to Leeds at the time; Ramli and Awang (2015) found evidence of similar a similar 

situation of racial discrimination in Leicester where they too had a high population of 

migrants from India with a positive consequence of interfaith networks being created. 

In Leeds, in the years proceeding this Concord was set up with the integral purpose 

of education (Summerwill, 2016:76):  

 “We know that the cause of violence is often fear- fear of the unknown, fear 

of difference. And whilst the very essence of humanity is variety and 

difference, there are some people who certainly feel threatened by it. 

However, the antidote to fear is usually knowledge and understanding, 

brought about by information and education” (Hamilton, F. 2016: n.p.).   

 

The above quote shows how Concord now exists to help educate the communities 

within Leeds to understand how each faith within Leeds operates and encourages 

peace and co-operation between the faiths. Not only does Concord promote this 

interfaith agenda, they also had a large involvement in encouraging multi-faith 

education in schools and on the curriculum so that the minority religions in Leeds 

were represented in RE lessons in schools; “The professional way in which RE is 

handled nowadays in schools and colleges has gone far beyond the expertise of 

Concord and left us behind. We may, however, rightly feel proud to have been in at 

the beginning of vitally important development and to have played a part in 

supporting it” (Summerwill, 2016:84).  
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Concord has a fluid membership, meaning that anyone can join to be a member of 

Concord (details on their website) but has a committee who are the board of 

Concord who organise the Concord events. As well as monthly meetings,  Concord 

also arrange events that vary in  content, but all have the same aim of educating 

about different religions; for example, in January of this year there was an event at 

Jamyang Buddhist Centre where members of Concord gathered and listened to two 

talks under the title of “Violence: its’s Causes and Cures- Buddhist and Jewish 

Perspectives” (Concord), in which the director of the Buddhist Centre and a Rabbi in 

Leeds gave a talk on each of their religions’ perspective on Violence. Another 

example of the events that Concord organise include the Peace service at the Civic 

Hall, the Peter Bell Memorial Lecture, the walk of friendship, all of which are events 

where the faith (or non-faith) communities get together and celebrate religion and 

peace between communities in Leeds (Participant N). They also have a women’s 

group who meet in the daytime, as some of the female members said they could not 

attend the evening meetings for various reasons such as that is when they are 

looking after their children, and some faiths require that the women do not go to 

mixed groups, and so thus the women’s group was created to make sure everyone 

was included in the interfaith network, as well as enabling the women to have a 

space to talk and to break down barriers (Participant N).  

 

Participant N notes that the Concord committee tries to have at least one 

representative of each faith on the committee, and that at the point of writing this 

there is one Sikh representative, one Hindu representative, and one Buddhist 

representative; other representatives include four Christians, two Muslims, and two 

Jewish representatives (please note: there are other faiths represented on Concord 

but they are faiths that are not discussed in this report). Participant N also discusses 

how they have a strong engagement with some of the Buddhist, Sikh, and Hindu 

communities within Leeds, with both the Hindu Mandir and Jamyang reporting that 

they work closely with Concord, but would love to have a higher level of attendance 

from these communities coming to more events put on by other faiths, as participant 

N discussed that some people from the Sikh and Hindu community are very 

welcoming into their own places of worship and into their religion, but almost seem 

reluctant to attend other religions’ events. However despite this, the three religious 

communities appear to be keen to engage in interfaith activity, especially with 
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Concord, which therefore creates visibility for the religions in the outside 

communities.   

 

The Education that takes place within Places of worship  

This section focuses less on the main question on the visibility or invisibility of the 

three religions, and instead looks at the visibility of education in places of worship. 

My aims for this section of the report was to see what kinds of education are taking 

place within the places of worship, and who attends the events. It is worth noting 

here that when completing this research, some places of worship did not respond to 

research requests and so some information is taken from publicly accessible 

websites.  

 

The main Buddhist temples/centres in Leeds are Jamyang Buddhist centre in Leeds 

City centre, and Wat Buddharam in the Hyde Park/ Woodhouse area. Educational 

workshops/events at Jamyang incorporates Tibetan Buddhism into events such as 

meditation and mindfulness classes, and classes which teach people about 

Buddhism and Buddhist practices, such as ‘Discovering Buddhism: Introduction to 

Tantra’ (Jamyang); these events are open to the public (some require booking on to) 

and are the kinds of educational events that the organisers of the temple put on so 

that people who are Buddhist or non-Buddhist, can attend the temple and learn 

about what it is to be a Buddhist. The Buddhist monks at Wat Buddharam have 

brought Thai Buddhism to Leeds, and at the temple they hold religious blessing 

ceremonies, as well as other religious events which aim to teach the visitors the 

essentials of being a Thai Buddhist. Additionally, what perhaps sets Wat Buddharam 

out from the typical ways of education is the Thai cooking classes they organise and 

conduct for those in the outside community; advertised on their Facebook account, 

Wat Buddharam say the cooking classes are “Seasoned with good cultural 

exchanged…from the Thai community to the local community” (Wat Buddharam). 

These cooking classes deters away from the traditional ways of teaching, but also 

provides a new and fun way of cultural knowledge to the people of Leeds.  

 

Across Leeds, the different Sikh temples provide a vast amount of education; this 

ranges from Punjabi and/or Gurbani classes, to music classes, to sports classes. 

The Ramgarhia Board Gurdwara in Leeds, for example, provides a wide range of 
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sports classes, and has the sports centre next to the temple where these classes 

take place. Participant A described going to Sikh Inspiration classes where young 

Sikh attendees learn about Sikhism and are given homework to complete for the 

next class. Although some of these classes are not strictly about Sikhism/religion, 

they incorporate culture and language education for the communities.  

 

The Hindu Mandir, located in the Burley/Hyde Park area, offers a range of 

educational provisions for its members. Religious classes, cultural value lessons, 

and language classes are available for all to attend. Here, Hindu festivals take place 

such as Diwali, Janashtami (birth of Krishna), and Navaratri (nine nights of dancing), 

all of which are essential to the Hindu Community across the world (King 1984: 7). 

Additionally, the Mandir has an extra space next to it in which the classes take place, 

and this space also accommodates Yoga classes, Bollywood dancing classes and 

Zumba; all of which are offered to those in the Hindu communities and to those who 

are not within the religious community.  

 

From this, I would argue that the way in which the Buddhist, Sikh, and Hindu places 

of worship within Leeds that were explored in this research provide religious 

education of their own faiths to their community is no different to any other religion or 

place of worship of any religion in Leeds. For example, the Sikh inspiration lessons 

have similarities to events like Sunday School in the Christian faith, or Quranic 

lessons in the Muslim places of worship. The most significant finding from this piece 

of the research is the ways in which the places of worship conduct cultural 

education. By cultural education I mean the music, dance, and language classes (as 

well as the Thai cooking classes) that the places of worship provide. This is 

significant because it shows that although the three religions discussed here provide 

a religious education to their community, they also have a duty to provide the cultural 

education as they want to protect, preserve and continue their cultural heritage, and 

they do this through additional classes in their places of worship. In 1984, Knott 

discussed how new communities may find themselves keeping religion of a high 

importance, “but in association with things such as culture, language….collective 

ritual practice may well become more significant; children's  language classes may 

develop” (p.6), and so perhaps this is what we were seeing now in 2018 in these 

communities.  
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To conclude, education is visible within the Buddhist, Sikh, and Hindu places of 

worship across Leeds; each place of worship that we researched conduct extensive 

religious education for their community whether that be through the religious 

services, or through extra classes, as well as providing cultural education in the form 

of music/dance/language classes to continue the traditions from the religions own 

origin country.  

 

Whilst exploring places of worship as educational spaces, I came across another 

branch of education which I had not yet considered; Museums. Dierking (2005) 

groups museums under “free choice learning” (p.146) in which they describe is a 

sector of learning which provides people with the opportunity to explore any amount 

of topics which interest them. Museums are included in this sector because it is 

learning away from the typical forms of education, e.g. school or work, and it allows 

for people to see what they want to see within the museum. For this research, I 

visited Leeds City Museum and viewed the ‘Voices of Asia’ exhibition, as they are 

currently showing the Buddhism exhibition after recently changing it from Sikhism. 

The exhibition was described by participant P as ‘Soft education’ as it plays the role 

of educating people about religion, and religion which is specific to Leeds, but 

without the exams and constant testing that students receive within schools. This is 

similar to what Dierking (2005) meant by ‘free choice learning’, as the people visiting 

the museum can explore the topics that are being presented to them, without having 

the pressure of exams. This is a great form of education to have in Leeds as it 

makes learning fun, and it gives Buddhism, and previously Sikhism, and Hinduism a 

visible space within the community in which the people of Leeds (or even visitors of 

Leeds) can visit to learn more about these particular religious communities that we 

have within Leeds.  

 

Conclusion 

In conclusion, this chapter aimed to show how visible or invisible Buddhism, Sikhism, 

and Hinduism are in educational spaces within Leeds, and tried to reach these 

conclusions by researching the curriculum and interfaith work in depth, with a brief 

discussion on school engagement with places of worship, and places of worship as 

educational spaces themselves. The research found that if schools follow the Leeds 

Locally Agreed Syllabus then Buddhism, Sikhism, and Hinduism have an exceptional 
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amount of visibility, compared to the schools who do not follow the syllabus. 

Additionally, at GCSE level, the three religions are invisible as teachers choose 

Islam to teach alongside Christianity, despite having the choice. The lack of 

Buddhism, Sikhism, and Hinduism in the GCSE course directly affects the lack of 

engagement from schools with the three religions’ places of worship, as teachers are 

more likely to take their GCSE classes on trips. In Leeds we have diverse 

communities which has led to the need for interfaith events and networks to be 

created. Concord is at the forefront of interfaith in Leeds and through educational 

events the committee and members work towards the aim of a peaceful and 

inclusive society, which exists due to understanding and complete respect of others’ 

religions. Different Buddhist, Sikh, and Hindu communities are members of Concord 

and work closely with them to promote interfaith in the communities, so here each of 

the three religions are visible in interfaith and community work. Additional to this, 

education is highly visible within the Buddhist, Sikh, and Hindu places of worship in 

the form of religious education classes, and  in cultural classes which help to 

preserve the cultural heritage of the religion. Overall, in Leeds there is a varying 

amount of visibility for Buddhism, Sikhism, and Hinduism in educational spaces 

dependent on the context; I would argue that in schools the visibility is low, and is 

high within the community; with further research needing to take place to increase 

visibility in schools and linked institutions.  
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The Prevalence of Islamophobia in Schools across Leeds 

S. Howl 

 

The presence of discrimination is no recent phenomena, however, its nature has 

altered recently, as Allen notes a “significant shift in prejudice and discrimination” 

(Allen, 2010, p.10) from racism to religiously motivated intolerance. Whilst Allen 

regards this as a result of the direct illegality of racism compared to the complex laws 

around religious discrimination, he also recognises the unavoidable impact of the 

media and terrorism that has contributed to this shift. The impact and ongoing 

struggle against Islamophobia in the wider community is well documented, however, 

whether this pattern continues in a school environment is less explored.  

 

Throughout the course of this chapter, I will explore the prevalence of Islamophobia 

in schools across Leeds. The argument presented will be that whilst mainstream 

media suggests that Islamophobia is increasing, the pattern is not replicated in 

schools on an individual level and so is no more prevalent than other forms of 

discrimination, with current anti-bullying procedures largely effective at dealing with 

the issues that do arise. However, I will also suggest that on an institutional level, the 

problem of Islamophobia is continually growing due to the increased importance of 

the Prevent Duty. To evidence this, I will use a range of sources to support fieldwork 

research conducted in a variety of institutions across Leeds, whilst also recognising 

the difficulties associated with measuring Islamophobia. Furthermore I will assess 

the current policies/support in place for addressing Islamophobia in schools in 

Leeds, understand the importance of RE lessons and advise what could be done to 

confront Islamophobia in educational practice across Leeds in the future.  

 

Bullying in schools is common, with The Annual Bullying Survey 2016 highlighting 

that 48% of young people in West Yorkshire have been a victim, only slightly lower 

than the 50% national average (Ditch the Label, 2016, p.7). The root of 

discrimination can be varied, targeting a particular feature of personal appearance or 

an attribute associated with the person, all of which have potentially damaging 

effects that “lays the groundwork for long-term risk for psychological, physical, and 

psychosomatic outcomes” (Vanderbilt and Augustyn, 2010, p315). From the ‘Ditch 
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the Label’ report, it was found that 8% of students were bullied based on their race 

compared to 6% based on their religion in 2016 (Ditch the Label, 2016, p.7), 

however, in 2017 this figure has risen to 10% for race but just 4% for religion (Ditch 

the Label, 2017, p.14) in the UK, a figure that is likely to be replicated in Leeds. This 

suggests that whilst the two may be interlinked, the disparity does appear to be 

increasing. Whilst religious discrimination in schools is also not new, the frequency of 

its occurrence and victim appears to have changed within the last twenty years with 

“Muslims the latest in a long line caught in the crossfire” (Runnymede Trust, 2017, 

p.1) following from Jews, the LGBT community and so forth. The emergence of the 

term ‘Islamophobia’ to categorise this behaviour was first publicly used in the 1997 

publication of the Runnymede Report, in which the increase in Islamophobic 

tendencies across a range of different sectors was noted, alongside 

recommendations to distinguish Islamophobia from other forms of discrimination. 

The term itself has a number of definitions, initially it was described as “any 

distinction, exclusion, or restriction towards, or preference against, Muslims (or those 

perceived to be Muslims)” (Runnymede Trust, 2017, p.1), which now further extends 

to include an “undermining of the ability of Muslims as Muslims, to project 

themselves into the future” (Sayyid, 2014, p.14). Although these definitions appear 

simple to understand, in practice Islamophobia is often confused with a notion of 

racism, with Richardson noting that it is these “combined forces” that “have been 

awesome in the marginalisation and alienation of the community” (Richardson, 2004, 

p.30). This chapter will go on to explore the implications of this confusing relationship 

in schools across Leeds.    

 

According to Todd, there are three different categories of the ‘type’ of racism in an 

educational setting, which can also be used to categorise Islamophobia; individual, 

institutional and structural. In Leeds, the two that have been predominantly identified 

is the individual which is “concerned with the actions and attributes involving the 

negative evaluation… of assumed biological characteristics” (Todd, 1994, p.81) and 

the institutional which is “concerned with routine practices and the ways it can 

exclude/disadvantage people” (Todd, 1994, p.81). In terms of Islamophobia in 

schools, this translates into two issues. Firstly, that students may be bullied based on 

their religious affiliation or perceived religious affiliation, based on physical 

characteristics rather than biological ones. Students, regardless of religion who 
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display features stereotypically associated with Islam - such as a headscarf - may be 

mistaken for being Muslim, as “victims of Islamophobia are not only Muslim” 

(Interviewee R) and so may be a target, hence “the majority of the victims were 

women, particularly those who were identifiable as Muslim” (Hopkins, 2016, 

p.188). Secondly, it is suggested that there appears to be a form of institutional 

Islamophobia developing in schools across Leeds which is predominately due to the 

manifestation of the Prevent initiative. 

   

The demographics of Leeds is similar to that of the average of the UK, with a slightly 

higher Muslim population at 5.4% compared to the national average of 4.8% (ONS, 

2011) with the majority of Muslims in the Gipton/Harehills area. Most schools in 

Leeds, according to their websites appear multicultural, however, without accessible 

demographic information this can only be an assumption. To reliably assess the 

prevalence of Islamophobia, one must look to the roots of its proliferation. It is 

commonly noted that the primary cause of Islamophobia is the negative portrayal of 

Muslims in the media, with news regarding “violence, radicalism and terrorism often 

associated with Islam” (Istriyani, 2016, p.207). An Interviewee from the organisation 

Mend (Muslim engagement and development) further evidenced this, stating that the 

media is the “source not symptom” (Interviewee R) of the issue in Leeds.  

 

It is suggested that there is potential financial gain from inciting Muslims as the 

cause of violence and exploiting their so-called affiliation with terrorism, with 

newspapers in particular focusing on Islamophobia in “economic terms rather than 

paying to the social-cultural aspect” (Istriyani, 2016, p.203). Put simply, the public 

always looks to blame a group and so if the media can exploit this, they will increase 

their revenue. This combined with Brexit, during which many mainstream politicians, 

according to The Independent newspaper were accused of ‘fuelling mainstream 

xenophobia in the UK’ (Dearden, 2016) and the inauguration of Donald Trump has, 

therefore, opened the door to the permissibility of expressing explicitly far-right views 

more publicly. Any form of ‘high profile’ occurrences that stimulate public debate are 

seen to cause a ‘spike’ in problems, with Tell MAMA recording a “475% increase in 

the number of anti-Muslim incidents in the week following the EU referendum” (Tell 

MAMA, 2016, p.7). This was further evidenced by all interviewees who identified the 

correlation between increased Islamophobia and international 
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affairs. Additionally, Interviewee J noted a change in “ideological alliance” leading 

to far-right groups such as ‘Britain First’ and the ‘English Defence 

League’ developing a larger presence -particularly online- with Hopkins stating that 

the “Internet acts as an important communication tool for Islamophobic groups” 

(Hopkins, 2016, p.188). Even though Britain First were recently banned from 

Facebook (March 2018), this only served them positively by allowing for more media 

exposure. From research, we have found that two Christian Ministers interviewed 

openly stated that they had members of such groups present in their congregation in 

Leeds (Interviewee I1, S1) which may have implications for any young people 

connected to these adults via propaganda/conversations that may be more easily 

accessible. One Minister took this further by stating that the opinion of some 

members of his congregation is that Muslims are “fine as long as they don’t come to 

[here]” (Interviewee I1), somewhat of a reflection of the demographics of the 

area which has only 0.8% of the population Muslim.  

 

Nevertheless, the media influence is unavoidable, from mainstream news to social 

media, a misconception is proliferated regarding the intention of Muslims 

which Gilliat-Ray argues creates a “disjuncture between lived reality and mainstream 

media portrayal” (Gilliat-Ray, 2012, p.118) Although arguably many young 

people are not exposed to the same level of media influence due to reading 

newspapers less frequently and the presence of the watershed, this does not mean 

that they are immune. In fact, some argue that the bombardment of negative 

imagery “are often targeted at children” (Ramarajan and Runell, 2007, p.89) with the 

example of Disney’s Aladdin cited as encapsulating a negative attitude towards Arab 

culture. None of those interviewed mentioned particular media aimed at children, nor 

the hidden messages in films for example but commonly noted that whilst media may 

not be directly aimed at children, it does not mean that the message is not repeated 

through familial influences. This was not, however, a consistent opinion, with one 

teacher instead stating that “Islamophobia is exaggerated by the media” (Interviewee 

C) and so it was not an issue in their school.  

 

The perspective on individual accounts of Islamophobia instances in Leeds schools 

appears to be twofold. On one hand, many teachers reject that Islamophobia is any 

more of an issue than any other form of bullying/discrimination amongst students, 



119 
 

arguing that “for the most part kids are more tolerant than adults” (Interviewee 

C). The consensus after speaking with teachers is that for the most part a “separate 

policy from that of the general anti-bullying policy in place is not needed” 

(Interviewee W), but ideally “one individual who champions change” (Interviewee 

J). This is not to insinuate that there is a lack of Islamophobia, as another teacher 

explained that “there are always things that teachers don’t know” (Interviewee H), 

however students even if exposed to such tendencies are usually “well informed 

enough not to voice them if they believe or hear them” (Interviewee H). Across the 

teacher interviews, all noted that Leeds is a multicultural city and so children were 

accustomed to interacting with and being friends with Muslim students and adults. 

Even for those who had less personal interaction, out of the 37 schools in Leeds that 

openly stated that they offered GCSE RE on their website, 18 of them stated that 

they studied both Christianity and Islam, whilst 16 did not state what religions they 

studied at all. A stark comparison compared to the 2 schools studying Judaism and 

the one studying Buddhism at GCSE level. This could be seen to potentially reduce 

the risk of Islamophobia, with the recorded instances of religious discrimination in 

schools seemingly few and far between as they were simply seen as “the man next 

door” (Interviewee H) rather than this alienated character portrayed in the media. In 

fact, even for one of the RE teachers who did not teach Islam at GCSE, they noted 

that RE still has merit when dealing with Islamophobia as it “gives children the 

language and tools to discuss issues that arise in a multi-faith area” (Interviewee W).  

 

From the teachers interviewed only one recorded an Islamophobic instance, in which 

a child was not allowed by their parent to attend a mosque visit (Interviewee C), 

however, this is not insinuating Islamophobia on behalf of the child but instead 

shows the potential exposure in the home environment, supported by an Interviewee 

who stated that “parents have the right to decide what their child learns” (Interviewee 

G1).  

 

The apparent lack of Islamophobic discrimination amongst students directly conflicts 

with evidence from Childline’s 2014 ‘Can I tell you something?’ report in which it 

reported a 69% increase in the number of children that reported racist bullying, with 

a consistent use of terms such as ‘bomber’ and ‘terrorist’, indicating that this was 

likely to be based on religion due to the ongoing affiliation with Islam and terrorism 
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(Childline, 2014, p.41). Additionally, Tell MAMA also highlighted that 11% of all anti-

Muslim incidents took place in educational institutions - the fourth highest. (Tell 

MAMA, 2016, p.38). The lack of Islamophobic incidents experienced from teachers 

that were interviewed suggested that their students were extremely tolerant, students 

were uncomfortable in reporting such incidents or the schools were using effective 

measures to address Islamophobia in the classroom environment. Whilst there are 

some resources available online, particularly through Mend, only one teacher 

addressed Islamophobia in a direct lesson with involvement from Muslim students, 

supporting the evidence proposed by Mend that “teaching materials on Islamophobia 

awareness are underdeveloped and underutilised in the education sector” (Mend, 

2015, p.14). Mend try to actively counter this by offering workshops in schools, often 

free of charge as they “don't want to be making money, [they are] making a 

difference instead” (Interviewee J), but resources available on other anti-

Islamophobia websites remain limited. For example, the Islamophobia 2017 website 

links to resources published by Stockton-On-Tees city council which barely touch on 

Islamophobia, instead focusing on the Prevent Strategy. Arguably due to the lack of 

available resources, many of the teachers incorporate teachings around 

Islam/Islamophobia either into RE lessons or through dedicated interfaith event 

days - such as the one held at Ralph Thorsby School - rather than segregating one 

religion from the rest of teaching. This all-encompassing approach may have merit 

with students as “isolation from other concepts and religious traditions can backfire 

by putting students in an unwanted spotlight” (Ramarajan and Runell, 2007, 

p.92) and therefore lead to an increase in Islamophobia. The approach taken by the 

teachers aimed to reflect Leeds’ multicultural society so that “when teaching 

individual students in a classroom, one cannot isolate a single category” (Batelaan, 

2004, p.58) nor should they be expected to be isolated in society. The importance of 

unity was reiterated by multiple Interviewees who maintained that the key 

to eradicating Islamophobia was simply to make all feel that they are “united as part 

of a family” (Interviewee S), with one teacher noting her “whole school value of unity” 

(Interviewee C).  

 

According to the National Centre Against Bullying, there are four types of bullying; 

physical, verbal, social and cyber-bullying (2018). Although it is likely that there is a 

presence of all four in schools to some extent, there is no direct data that correlates 
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the frequency of the incident with the type (e.g. religiously motivated) for schools in 

Leeds. Instead, the best indicator of the type of bullying is assessing the data 

provided for hate crimes in general. Across the UK there has been an increase in 

both racially and religiously motivated attacks from 2015/16 to 2016/17 rising 27% 

and 35% respectively.  The majority of hate crimes across the UK fall under the 

category of racially motivated at 78% compared to religiously motivated at just 7% 

(Home Office, 2017, p.1). The data for West Yorkshire does not directly reflect this, 

with a higher percentage of racially motivated incidents at 85% but a lower 

comparative for religiously motivated incidents at just 4.8% (West Yorkshire Police, 

2017). There are notable ‘spikes’ in the increase of both racially and religiously 

motivated attacks after significant incidents which are linked to Islam or someone 

perpetrating in the name of Islam. The spikes were also noted in schools by Tell 

MAMA who reported an increase in verbal bullying after the Charlie Hebdo attacks in 

2015, including one student being told that “Muslims are wicked and I don’t want to 

be your friend” (Tell MAMA, 2016) however this campaign was based on the 

evidence of nine incidents reported and so was unrepresentative of both Leeds and 

the UK as a whole.   

 

If this pattern (lower number of religiously motivated incidents) is reflected in schools 

across Leeds it can be inferred that the seemingly lower instance of Islamophobia is 

not present merely in schools but also in the wider society. However, making this 

assumption has limitations as there may be a large percentage of people who do not 

report such incidents, evident in an anecdotal reference in which 90% of a group has 

been a victim of Islamophobia, but only 4% reported this (Interviewee 

J). Additionally, the data for Leeds does not specify for what religion, therefore 

cannot be assumed to be mostly Islamophobic, regardless of what is depicted in the 

media. In addition to this, when recording an offence, “police can assign an 

aggravating factor on the system by applying a flag” (Home Office, 2017, 

p.18), however it is noted in the Counter-Islamophobia Kit working paper that often in 

forces there is “no or very poor training of officers and front line” (Merali, 2017, 

p.10) which leaves them unable to distinguish between types of discrimination and 

so “forces do not always apply the appropriate flag” (Home Office, 2017, 

p.18,) meaning that figures are potentially unrepresentative. To further explore the 

breakdown of the different faith groups targeted, a freedom of information request 
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was placed to West Yorkshire Police (2018), however, they were unable to provide 

data over a time frame as it exceeded the allowed cost/time frame for providing 

information. They noted that the force does hold the required information, yet it is not 

held in an “easily retrievable format” nor do the police forces use “generic systems or 

identical procedures for capturing the data” and so it was advised that if data was 

obtained it should not be used for comparative purposes against other forces data. 

This in itself raises concerns as if there is no universal procedure for distinguishing 

between hate crimes in the wider society then it begs the question how there can be 

a universal procedure in place in schools in Leeds. It is not uncommon to confuse 

racism and religious discrimination, in fact a publication from the Welsh Government 

on anti-bullying provides an example of “year 10 white learners approaching a year 7 

learner and saying ‘Let‘s get him, he‘s fasting” (Llywordareth Cymru, 2011, 

p.7) indicating an ignorance that ‘white’ cannot be synonymous ‘Muslim’. This 

suggests that there has certainly been a shift from racism based on biological 

characteristics, with these now “displaced by newer and more prevalent ones of a 

cultural, socio-religious nature” (Allen, 2010, p.49), however the distinction is not 

sufficiently understood in criminal practice both across the UK and in Leeds.   

 

In schools across Leeds, it is recommended, but not compulsory, that there is some 

form of recording whenever a hate incident arises to comply with the Equality Act 

2010. A ‘hate incidents reporting in schools’ (HIRS) form (see Figure 1) is provided 

by Leeds City Council, however it has the same limitations as the one used by the 

police due to its ‘tick box’ nature which, if teachers are not properly trained, may lead 

to misreporting of data. It is for this reason that MNED maintain a policy pledge of 

“committing to a recording of Islamophobia as a category of hate crime” (Mend, 

2015, p.6) to accurately record instances and be able to react accordingly.   
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Figure 1: Hate Incident Reporting in Schools form (HIRS) (Leeds City Council, 2016) 

 

 

From the research conducted and data available from the police and other public 

resources, it can be concluded that when assessing the prevalence of individual 

accounts of Islamophobia, it is arguably quite uncommon in schools across Leeds. 

This conclusion may have limitations as the data provided is potentially unreliable as 

Hate Incident Reporting in Schools* (HIRS) Form 
*and Academies and other Children’s Services settings in Leeds 

 

 
 

 Report an incident within 5 working days of occurrence. 

 Do not record a child’s name within the form or the file name.  

 Return form to reporthatecrime@leeds.gov.uk 

 Queries relating to this form? Telephone 07712 214103 or email above address.  

 Use the right hand column to record your response. 

 For multiple-choice questions, please use “X” to indicate your response. 
 Complete in conjunction with Hate Incident Reporting in Schools (HIRS) Guidance, August 2016 

What is your establishment name?  

What date did the incident occur?  

Where did this occur? 
In setting 
Out of setting 

 

 

What is the incident type? 

Ethnicity / Race 
Sexual identity 
Religious / Belief 
Gender identity 
Disability / SEN 
Bullying (No Hate) 
Other 

 

 

 

 

 

 

 

What is the incident category? 

Cyber bullying 
Physical assault 
Damage 
Behaviour designed to exclude 
Verbal abuse 

 

 

 

 

 

What happened?  

How did you support the victim(s)? 

Involve/discussion with parent 
Restorative conversation 
Targeted provision  
Safer Schools Officer  
Involve police 
Involve cluster targeted services  
Other 

 

 

 

 

 

 

 

How did you support the perpetrator(s) 

Involve/discussion with parent 
Restorative conversation 
Targeted provision  
Safer Schools Officer  
Involve police 
Involve cluster targeted services  
Other 

 

 

 

 

 

 

 

Who identified the incident? 

Staff member 
Peer 
Parent/Carer 
Other 

 

 

 

 

Who is leading your response?  

Do you need further assistance? 
Yes  

No  

If required, use this space for further 
comments. 
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the opinions of teachers who have been interviewed are beneficial but narrow in 

scope due to low participation numbers. However, as noted previously the 

institutional element of Islamophobia cannot be ignored. Initially, when conducting 

this research, I had no prior reason to believe that there was any form of institutional 

Islamophobia across Leeds schools, yet as interviews progressed, many people 

interviewed about Islamophobia immediately formed a link to the Prevent Strategy, 

despite not being mentioned in the initial questioning. All of the interviews conducted 

were semi-structured (see Methodology, p.15) and so when participants discussed 

Prevent without prior reference from myself or another Interviewee, it allowed for 

further inquiry.  

 

The Prevent Strategy was initially a branch of CONTEST, the UK’s counter-terrorism 

policy first released in 2003 as part of a fourfold strategic response to the ever-

increasing threat of terrorism; Prevent, Pursue, Protect, and Prepare. The aim of the 

Prevent strand is self-explanatory – “to stop people becoming terrorists or supporting 

terrorism and violent extremism” (HM Government, 2010, p.12). This was then 

further developed in 2015 to be known as the Prevent Duty, in which all public 

organisations including schools and childcare providers must show, as seen in 

departmental advice, “due regard to the need to prevent people from being drawn 

into terrorism” (Department for Education, 2015, p.4) therefore, putting the 

responsibility of ensuring no one is indoctrinated into terrorism into the hands of 

everyday professionals. The documentation surrounding Prevent is presumably 

supposed to be generic, aimed at all who pose a potential risk to the wider society, 

however it is evident that there is a focus on Muslims and their activities, describing 

that they may be “as a whole more ‘vulnerable’ to radicalisation than other faith or 

ethnic groups” (HM Government, 2011, p.7) whereas other children may not, a move 

which earns Prevent the title of a “discriminatory policy” (Interviewee J).  Coppock 

and Mcgovern criticise the idea of the ‘normal’ child, as any regarded as ‘abnormal’ 

is therefore considered to be vulnerable and so allows professionals another 

opportunity for involvement therefore potentially “deny[ing] children’s rights to 

individual autonomy” (2014, p.249). They note that the Muslim youth may be wrongly 

perceived as ‘abnormal’ and so considered as a threat to security which, in turn may 

have implications for their personal autonomy.   
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After interviewing an individual at the heart of the Muslim community in an 

educational setting in Leeds, the scale of the issue became apparent. It was not 

merely a few students feeling that they were unable to express themselves properly, 

but many who felt essentially unable to be a Muslim, via visual or verbal expressions. 

The Interviewee in question expanded on this further by citing examples of students 

coming to the University of Leeds after having somewhat of an “identity crisis” 

(Interviewee S) in high school which can be potentially “developmentally inhibiting” 

(Interviewee S) as it leaves students unsure what they are allowed to do or say 

without being subject to a referral. In addition to this, the example of saying the 

phrase ‘Allahu Akbar’ was also noted, as despite the phrase meaning ‘God is [the] 

greatest’ when translated into English, the negative connotations attached to the 

phrase due to many terrorist organisations using it as a slogan have left many young 

Muslims in Leeds in fear of uttering it at all.   

 

However, despite the seemingly obvious impacts upon the students, schools are 

required by law to implement the Prevent Duty, to which all interviewed teachers 

noted that they actively participated in. An Interviewee suggested that it has not 

impacted RE lessons in Leeds, nor in terms of how Islamophobia is addressed but it 

has “changed the nature of what information needs to be passed up to the higher 

authority” (Interviewee H) which means that potentially harmless comments would 

need to be passed along the hierarchy. There are limitations to the value of this 

response as the school had a relatively low proportion of Muslim students (as cited 

by the teacher) and so the change in Islamophobic attitudes may not be as 

apparent.  

  

None of the teachers interviewed expressed any particular dislike towards the 

initiative despite public statements from both teaching and student unions. The 

National Union of Students stated that Prevent urges “the prospect of racial profiling 

and state-sponsored Islamophobia” (NUS, 2015), with Kevin Courtney, the General 

Secretary of the National Union of Teachers (NUT), in agreement, stating “Prevent 

reinforces an ‘us’ and ‘them’ view of the world which divides communities and sows 

mistrust of British Muslims” (2017). A report produced in 2017 further evidences this, 

stating that only 60% of teachers/lecturers feel fairly confident in implementing the 

Prevent Duty compared to an overwhelming 94% of senior leaders (Aziz Foundation, 



126 
 

2017, p.30). This highlights that those at the top appear to have a good grasp of 

what Prevent is, yet those on the frontline may be unsure, leading to potential 

mistakes, mis-referrals and mistreatment which may account for the significant 

increase in the number of referrals since 2015. Arguably teachers at any level know 

very little about what ‘terrorism’ actually is, as Bryan notes that terrorism is not a 

simple transformation but instead the “processes of radicalisation of multi-layered” 

(Bryan, 2017, p.216) and so with only limited assistance from Prevent teachers may 

be prone to mistakes. She goes on to reference three factors recognised 

by Crenshaw (1981) that contributed to radicalisation; individual motivation and 

belief, decision making and strategy in terrorist movement and wider political/social 

contexts within terrorist movements for which she argues that Prevent is restricted as 

it “only engages with stage one of Crenshaw’s model” (Bryan, 2017, 

p.216). Consequently, this suggests that Prevent could not only have a limited 

success rate in referring those at risk, but also put other Muslim students at risk by 

misunderstanding normal individual belief systems. This confusion is further 

evidenced in previous research asking what the Prevent Duty involved, as in schools 

with a Muslim population of less than 10%, only 9% believed that did not include all 

forms of extremism. In contrast, in schools with a Muslim population of more than 

10%, 15% of respondents believed that Prevent did not include all types of 

extremism (Aziz Foundation, 2017, p.29). Although this data is not specific to Leeds, 

it can be inferred that there is a perception in schools with a higher Muslim 

population that Prevent has a focus on Islamic terrorism and so Muslim students 

may be more likely to be ostracised and singled out.   

 

Yet despite this suspicion, it remains extremely difficult to evidence this claim in 

Leeds as data regarding the religion of those referred is not made readily available to 

the public. Instead, the category is the ‘type of concern’ which the individual is 

displaying, for which ‘Islamist extremism’ can be assumed to be a largely Muslim 

demographic. It is evident from what data has been released that out of the 7,631 

referrals made from 2015-16, the highest number of referrals have come from the 

education sector at 2,359 (33%), with the median age in this category at just 14 

(Home Office, 2016, p.8). In addition to this, 27% of the overall number of referrals 

came from under 15’s, signifying that the Prevent Duty is certainly having an impact 

upon schools but without data on whether these are Muslim students or not it is 
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difficult to evidence the increase in Islamophobia without making assumptions. In 

Leeds, West Yorkshire police have not released the statistics regarding the religion 

of those referred “on the grounds that they might fuel the perception that Muslims are 

unfairly targeted” (Mend, 2017, p.7) which adds to the difficulties in assessing the 

change in Islamophobic attitudes. The government maintain that the duty will not fuel 

these Islamophobic attitudes as the Equality Act 2010 requires that schools must not 

unlawfully discriminate, harass or victimise actual, prospective and former students 

with protected characteristics (Equality Act, 2010, p.58) and so refute the claim 

proposed by Mend that “Prevent extols mutual respects and tolerance of different 

faiths” (Mend, 2017, p.5) who vehemently oppose Prevent. It is for this reason that 

despite their seemingly mutual goal of eradicating Islamophobia, M is not funded by 

the government. In fact, it is heavily criticised for its specific publication regarding 

Prevent by the Henry Jackson Society in its title ‘Mend, Islamists Masquerading as 

Civil Libertarians’, who instead explain that Prevent “seeks to safeguard educational 

institutions from becoming spaces in which extremists could prey on young people” 

(2017, p.49). However, this article has limited use as does not address that the 

majority of critics of the Prevent Duty actively agree that this is the intention, yet it is 

unable to effectively deliver the aims, hence, Islamophobic tendencies are 

perpetuated. Instead, it appears preoccupied with an inherent rejection of Mend 

entirely rather than merely focusing on the agenda alone.   

 

Furthermore, the Prevent Duty is now actively impacting upon schools is through the 

‘Holding Difficult Conversations’ initiative, a scheme run by ‘Foundation4Peace’ 

intending to allow teachers an improved understanding of the challenges of 

extremism. This in turn would allow teachers a solidified understanding of what 

cases are required to be referred but also avoid stereotypical generalisations, thus 

reducing perceived Islamophobia through Prevent. Similar schemes such as ‘Real 

Conversations’ run by the Islamic Society of Britain and Reform Judaism are also 

held with an agenda of reducing anti-Islamic/Semitic views, however, these are with 

a focus on the Israeli-Palestinian conflict. The scheme seems to have merit in 

schools, with Alastair Ross the new RE consultant for Leeds SACRE suggesting that 

all SACRE members share key questions and ideas as “preparation in ‘difficult 

conversations’ needs more work as this is a challenging subject 

area” (Leeds SACRE, 2016, p.27), which would be in line with their aim of 



128 
 

the “promotion of tolerance” (Leeds SACRE, 2016, p.9). In addition to this, the 

Stephen Lawrence Enquiry suggested that one of the three greatest needs in the 

curriculum is “guidance on teaching about racism and Islamophobia” (Richardson, 

2004, p.22) of which it would be SACRE’s responsibility to address as part of their 

role in schools. This therefore places an element of responsibility into the hands of 

the SACRE to tackle such issues via the curriculum. Kennedy (2018, p.29) notes that 

SACRE does recognise the importance of addressing Islamophobia in schools in 

Leeds, for example, identifying where schools have promoted equality. However, she 

also recognises the limited resources and power available to SACRE, perhaps 

challenging their effectiveness to address this issue to its full extent. Furthermore, I 

believe that the importance of Islamophobia may have been further emphasised if 

the Muslim representative for Leeds SACRE had participated in any of the quarterly 

meetings that had taken place across the year, as attendance sheets note her 

absence.  

 

Nevertheless, whilst the idea behind this training is certainly idealistic, the practical 

application in schools is unclear. The course is likely to be relevant to all teachers yet 

many schools in Leeds may have difficulty funding the programme for all staff 

members, as whilst Prevent is compulsory, the ‘Holding Difficult Conversations’ 

training is at a cost, with 10 delegates costing £995. However, it is unclear who 

would fund such training, as whilst reflecting on other local authorities it was 

suggested that it is “home office funded via local authorities” (Interviewee B), but 

does not state for schools if this is available to all types of schools. This may either 

limit schools to allowing perhaps one or two teachers to attend the training or 

receiving a lower standard of training, therefore potentially reducing the number of 

accurate referrals. To expect teachers with limited formal training to refer the correct 

students through the programme invites Islamophobia into schools as it “forces 

public sector workers to become experts on terrorism” (Interviewee J) – particularly 

considering teachers have no requirement to have any prior religious knowledge. 

However, this thought is not replicated in literature as Bryan notes that “there was 

consistency in terms of training” (Bryan, 2017, p.222) when researching the quality of 

Prevent training in senior leaders in the UK. This replicated the findings in Leeds, in 

which none of the teachers seemed concerned with implementing Prevent due to 

adequate training, yet this is, again, narrow in scope due to limited participation (see 
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Methodology, p.17). This appears to lead to an unclear conclusion as many 

organisations claim that Prevent is a fundamental cause of Islamophobia in schools 

whereas again, teachers on the front line seem aware of its implications but not 

overly concerned in their own schools.   

 

When investigating the prevalence of Islamophobia in schools, a relationship which 

worth acknowledging is the one between secondary schools and places of 

worship. Kara-Zaitri notes that teachers often see little value in a trip to a holy 

building as the GCSE syllabus is more ethics based, hence there is little academic 

value (2018, p.87). A contrasting view is offered from places of worship who note 

that schools have a ‘moral duty’ to bring their students to a place of worship. She 

focuses on the benefits of visiting such places from both an academic and personal 

perspective in order to positively contribute to pupil development. The benefits of this 

relationship can extend to combatting Islamophobia in schools as, whilst this is not to 

argue that a trip to a mosque will prevent Islamophobia, many mosques in Leeds 

actively encourage students to attend in order to dispel myths or unwanted 

prejudices. In fact, Leeds Grand Mosque has a two-week exhibition every year 

dedicated to “break[ing] down barriers that exist between Muslims and the wider 

community and to educate about the basic principles and beliefs of Islam” (Leeds 

Grand Mosque, 2018) which may therefore, reduce the Islamophobic rhetoric from 

individuals as they would allow for students to have an appreciation for the 

community around them (Kara-Zaitri, 2018, p.93). There are limitations to this in 

Leeds, as Kara-Zaitri (2018) notes a particularly weak relationship between places of 

worship and schools in Leeds. However, if relationships are present with mosques 

they may be particularly valuable as Brooks highlights that Islam is particularly 

‘visible’ on the GCSE syllabus (2018, p.106). Additionally, it was suggested that 

teachers must not express an attitude of “can I take my kids to a mosque, so they 

don’t become Islamophobic” (Interviewee B) as this alone isn’t enough, but its 

contribution is still of value, especially to “break down stereotypes” 

(Interviewee H) associated with Islam.  

 

It is also interesting that these excursions can enrich a pupil’s understanding of 

‘Fundamental British Values’, a requirement of the Prevent Duty. 

However, Wolton, in 'The Contradiction of the Prevent Duty' suggests that 
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Prevent misshapes the idea of democracy (one of the values), stating that it “implies 

a shared common moral standpoint [where the] contestation of these standpoints 

that is the substance of democracy” (Wolton, 2017, p.138) rather than the practice of 

different challenging viewpoints. Although this will not be explored further, it is 

important to make reference to the potential conflict that may arise.    

 

To conclude, when assessing the prevalence of Islamophobia in schools there are a 

range of considerations that must be taken into account including; the procedures 

and policies in place with regards to anti-bullying and counter-terrorism, the 

demographics of the school, affiliations with places of worship and familial influences 

to name just a few. There are inherent problems with measuring Islamophobia as 

often there are no distinct rules as to how it is an offence. Bleich goes on, when 

discussing the ways in which Islamophobia manifests itself, to note that incidents 

often use “indirect, anecdotal, or conflating measures, they cannot provide a 

systematic baseline for analysing and comparing Islamophobia” (Bleich, 2011, 

p.1588), a viewpoint replicated in our research. The lack of student participation also 

called the relevance of other Interviewees into question as it forced a number of 

assumptions to be made on the extent of the problem, hence their use was limited. 

However, information from a combination of academic sources and participant 

interviews suggests that Islamophobia is no more of a problem on an individual level 

than any other forms of discrimination whereas on an institutional level, a problem 

has certainly been identified. The Prevent Duty has seemingly good intentions yet in 

practice appears to result in confused and excessive referrals, ostracising of Muslim 

students and thus, increased Islamophobia in schools across Leeds.  
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Appendix 1: Participant Information  

Anonymised participant descriptions are as follows:  

A = Ex-student of a Secondary school in Leeds, Member of place of worship in Leeds.  

B = RE educational advisor in Leeds.  

C = Teacher of Religious Education in a secondary school in Leeds.  

D = Leeds City Council Schools Improvement Advisor.  

E = Chair of Leeds SACRE. 

F = Member of a charity in Leeds which provides services to Religious Education.  

G = Teacher of Religious Education in a secondary school in Leeds.  

H =Teacher of Religious Education in a secondary school in Leeds.  

I = Member of a Christian Educational Outreach service as part of a Church in Leeds.  

J = Organiser and deliverer of workshops in schools in Leeds and elsewhere concerning 

Religious Education.  

K = Member of a Christian community based in North West Leeds who is involved with local 

school's Religious Education provision.  

L = Member of a place of worship in Leeds committed to providing interactive educational 

visits to schools.  

M = Member of place of worship who has a history of conducting workshops on religion in     

schools, and member of Leeds SACRE.  

N = Member of Concord.  

O = Member of place of worship within Leeds.  

P = Member of educational institution in Leeds.  

Q =  Ex-member of Leeds SACRE. 

R = Member of an Anti-Islamophobia Non-governmental organisation. 

S = Member of pastoral team in the University of Leeds. 

T = Researcher on the Counter Islamophobia Kit project. 

U = Representative of the Catholic Diocese of Leeds. 

V = Representative of the Catholic Diocese of Leeds.  

W = Religious Education teacher in a Catholic high school. Has worked within their school 

and across the Diocese of Leeds to develop standards in RE.  

X = Teacher of Religious Education in a secondary school in Leeds. 



138 
 

Y = Church of England Vicar based in the North-East of Leeds.  

Z = Church of England Vicar.  

A1 = Church of England Vicar based in West of Leeds. 

B1 = Church of England Vicar based approximately 2 miles north of the city centre.  

C1 = Church of England Vicar based in North Leeds.  

D1 = Church of England Vicar based in South Leeds.  

E1 = Church of England Vicar based approximately 5 miles North of Central Leeds.  

F1 = Church of England Vicar based in inner-city North-West Leeds.  

G1 = Church of England Vicar based in North-East Leeds.  

H1 = Education Officer for the Church of England and also a member of Leeds SACRE.   

I1 = Church of England Vicar based in West Leeds.  

J1 = Church of England Vicar based in North-West Leeds.  

K1 = Church of England Vicar based in Central Leeds.  

L1 = Church of England Vicar based in North Leeds.  

M1 = Church of England Vicar based in South-East Leeds. 

N1 = Church of England Vicar and University Chaplain based at University of Leeds and Leeds 

Becket University.  

O1 = A former chaplain in a Catholic high school in Leeds. 

P1 = Teaching Assistant that has worked in both a primary and high school in Leeds. 

 

 

 

 

 

 

 

 



139 
 

Appendix 2: Directory  

The directory contains the contact details and general information regarding the 

people and organisations linked to religion and education in Leeds.  As the majority 

of entries in this directory could in some way enhance student understanding and 

experience of religion in the local community, it would be particularly useful to RE 

teachers in Leeds. In addition, people interested in interfaith relations may use this 

directory's many examples of different religious groups and organisations to help 

understand how they work together across Leeds. Due to this, it is intended to be 

used as an initial resource to consult when intending to engage with organisations, 

charities and places of worship within Leeds. Social media accounts have been 

included alongside contact details as these demonstrate how each establishment 

engages with their public audience, which may be useful to know if contacting them 

would be beneficial to you. Please note information in this directory is correct at the 

time of writing (April 2018); details since may have changed. 

We have chosen to divide the entries within this directory into various sections 

including: 

 Organisations and Charities 

 Places of Worship 

 Schools, University Societies and Projects 

 Additional Resources 

 

Organisations and Charities  

Throughout our research it was evident that organisations and charities significantly 

contribute to bridging the gap between religion and education in Leeds. This section 

of the directory contains list of groups that we have found to be significant and 

influential in this area of research. We are aware that our list is not exhaustive, as we 

have selected those most relevant to our specific project and what may be useful to 

RE teachers in Leeds. Therefore, there may be additional organisations you may 

wish to contact, as well as those identified.   

Our list below is ordered in a way that places the most useful resources for RE 

teachers in Leeds at the top, with those nearer the bottom being more useful for 

making contacts and understanding the context of religion and education in Leeds.   
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Pennine Learning  

Telephone: 07946 722860  

Email: enquiries@penninelearning.com 

Website: https://penninelearning.com/ 

Social Media: @PennineLearning (Twitter) 

Pennine Learning are an organisation who work with schools and teachers in Leeds. 

They also work with the Local Authority to support education and community 

cohesion. They offer training and resources on: Spiritual, Moral, Social and Cultural 

Development (SMSC); Religion, Philosophy and Ethics (RE) which includes the 

locally agreed syllabus and equality. They have an extensive pool of resources 

available including support for implementation of the locally agreed syllabus.  

 

                                        

 

 

 

(Pennine Learning, 2018) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:enquiries@penninelearning.com
https://penninelearning.com/
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Standing Advisory Council on RE (Leeds City Council) 

Telephone: 0113 3951121  

Email: Iram.Mir@leeds.gov.uk 

The Standing Advisory Council on RE (SACRE) are a group of four committees that 

include: Faiths and Denominations except the Church of England; the Church of 

England; Teachers; and Leeds City Council. Their roles and responsibilities include 

advising the Local Authority on RE and collective worship in Community, Voluntary-

Controlled and Trust and Foundation schools without a religious designation, as well 

as monitoring the provision and quality of teaching, and provide support for this. 

Leeds SACRE members also contribute to the RE locally agreed syllabus revisions 

and meet 3-4 times a year in various locations across the city. SACRE is also open 

to individuals who are willing to represent their faith community or teachers willing to 

represent their union.  

 

 

 

 

(Welcome to Leeds, 2018) 

 

Community Religions Project Leeds 

Website: https://arts.leeds.ac.uk/crp/ 

The Community Religions Project is based at the University of Leeds. It has been 

running since 1976 and focusses on religion based in Leeds. As the Community 

Religions Project website contains a wealth of material written by members of the 

university, it is a useful tool to allow people to see how religion has evolved 

throughout time in Leeds as well as how religion and education interact in Leeds. 

 

                    

(University of Leeds, 2018) 

mailto:Iram.Mir@leeds.gov.uk
https://arts.leeds.ac.uk/crp/
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Leeds Faith into Schools  

Address: Park Lane Building, Bridge Street, Leeds LS2 7QZ 

Telephone: 0113 247 0973 

Email: info@lfis.org 

Website: http://www.lfis.org 

Leeds Faith into Schools work in schools and academies across Leeds in which they 

mostly deliver assemblies, RE lessons and PSCHE lessons. Their website states 

that their mission is to bring the good news to these local schools. They also work 

with Christian Church youth-groups across the city. Leeds Faith into Schools show 

how Christianity still contributes to schools today and the implications of this on 

students from both Christian and other religious backgrounds. 

                            

(Leeds Faith into Schools, 2018) 

Leeds for Learning (Leeds City Council) 

Email: leedsforlearning@leeds.gov.uk 

Social Media: @Leeds_Learning (Twitter) 

Leeds for Learning work in local schools and colleges and offer tailored services of 

professional support and school improvement. This includes networks, courses and 

conferences to work towards their vision of improving education in Leeds. Leeds for 

Learning is led by a Leeds City Council team who are experienced and 

knowledgeable in the area, and are therefore of use to local Leeds schools. More 

specifically, Leeds for Learning hold ‘Subject Leader Development Meetings’ for RE, 

that claim to offer professional development to teachers or subject leaders in Leeds 

and address issues concerning the subject to improve standards. For booking 

information please see the website above.   

                                                 (Leeds for Learning, 2018) 

mailto:info@lfis.org
http://www.lfis.org/
mailto:leedsforlearning@leeds.gov.uk
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Equilibria Experience 

Address: Newsam Lodge, Selby Road, Leeds, LS9 0EW        

Telephone: 0113 320 8090 

Email: contact@equilibriaexperience.org.uk 

Website: http://www.equilibriaexperience.org.uk 

Social media: https://www.facebook.com/equilibriaexperience/(Facebook) 

Equilibria Experience are a non-profit organisation. They offer innovative workshops 

and assemblies to both primary schools and secondary schools with the aim to 

encourage a better understanding of Islam and dispel myths associated with the 

religion. They also offer guidance for teachers interested in Continuing Professional 

Development in Religious Education.  

                                   (Equilibria Experience, 2018) 

Judaism With Jeremy   

Telephone: 07872 194 884 

Email: Jeremy@judaismwithjeremy.co.uk  

Website: https://www.judaismwithjeremy.co.uk/site/home 

Jeremy Michelson offers visits to schools or colleges to perform workshops, which 

help fulfil aspects of the locally agreed syllabus or the GCSE syllabuses. These 

workshops give students the opportunity to meet a believer and explore what it is like 

to be a Jewish person via the use of artefacts and pictures. This personalised 

experience offers both students and teachers an insight into the Jewish way of life. 

                   

(Judaism with Jeremy, 2014) 

mailto:contact@equilibriaexperience.org.uk
http://www.equilibriaexperience.org.uk/
https://www.facebook.com/equilibriaexperience/
mailto:Jeremy@judaismwithjeremy.co.uk
https://www.judaismwithjeremy.co.uk/site/home
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Foundation for Peace 

Email: info@foundation4peace.org 

Website: http://foundation4peace.org 

Social Media: @peacecentre (Twitter) 

The organisation is founded in the name of Tim Parry and Johnathon Ball and aims 

to work nationally to support all affected by terrorism and conflict. They work to help 

teachers work with the government’s Prevent Duty (2015) by providing training on 

‘holding difficult conversations’ which encourages students and teachers to discuss 

potentially sensitive subjects and how these have impacted their lives. They offer a 

range of different events, both corporate and for schools.  

                      

(Foundation for Peace, 2018) 

Salvation Army (Leeds Central) 

Address: Nile Street, Leeds, LS2 7QY 

Telephone: 0113 244 5898 

Email: leeds.central@salvationarmy.org.uk 

Website: https://www.salvationarmy.org.uk/leeds-central 

The Salvation Army aim to transform the lives of people in their Leeds community, 

addressing poverty and homelessness. Their activities involve volunteering, holding 

prayer and worship meetings, and running their charity shop which are excellent for 

use in PSHCE/Citizenship. The Salvation Army have also created multiple resources 

named the ‘Ultimate Church Visit’. These resources are designed to help teachers or 

educational professionals organise visits to their local Salvation Army church. The 

resources contain information about workshops they offer based on the history, 

beliefs, worship and work of the Salvation Army.  

 

 

 

 

 (The Salvation Army, 2018)  

mailto:info@foundation4peace.org
http://foundation4peace.org/
mailto:leeds.central@salvationarmy.org.uk
https://www.salvationarmy.org.uk/leeds-central
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Diocese of Leeds (Roman Catholic) Office for Education and Schools 

Address: Hinsley Hall, 62 Headingley Lane, Leeds, LS6 2BX 

Telephone: 0113 261 8034 

Email: evangelisation.admin@dioceseofleeds.org.uk 

Website: http://www.dioceseofleeds.org.uk/education/council/ 

The Office for Education and Schools are the administrative team that oversee the 

Catholic schools and teachers across the Diocese of Leeds. They would be a useful 

contact to anyone wishing to discuss the Catholic RE syllabus for Leeds, or for those 

wanting to research how the Diocese work and what they do. The team are very 

approachable and are willing to answer any questions that you may have. 

     (Diocese of Leeds, n.d.a) 

Leeds City Museum 

Address: Millennium Square, Leeds LS2 8BH 

Telephone: 0113 378 5001  

Email: city.museum@leeds.gov.uk 

Website: city.museum@leeds.gov.uk 

Social Media: @LeedsCityMuseum (Twitter) 

Leeds City Museum are at the time of writing currently showing an exhibition on 

Buddhism as a part of the ‘Voices of Asia’ exhibition, which has previously featured 

Islam, Sikhism, and Hinduism. For each exhibition in this collection there is a video 

that was made for the exhibition, which are all available on YouTube. This exhibition 

is a great way to see how Buddhism is currently present in Leeds, and perhaps RE 

teachers could suggest students visit the exhibition.  

                 (Leeds City Museum, 2018)  

mailto:evangelisation.admin@dioceseofleeds.org.uk
http://www.dioceseofleeds.org.uk/education/council/
mailto:city.museum@leeds.gov.uk
mailto:city.museum@leeds.gov.uk
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Concord, Leeds Interfaith Fellowship  

Website: www.concord-leeds.org.uk  

Social Media: @concordleeds (Twitter) 

Concord are an interfaith network who aim to educate people on all faiths to create 

friendship, and a tolerant and peaceful community within multi-cultural Leeds. They 

have many members who all want to engage with Religion and Education. 

Additionally, on their website they have a list of links to places of worship, and 

organisations that are affiliated with different faiths.  

 

       

(Concord Leeds Interfaith Fellowship, 2018) 

 

Muslim Engagement and Development - Mend 

Email: Shahab.adris@Mend.org.uk 

Website: https://Mend.org.uk 

Social Media: @Mendcommunity  (Twitter) 

Mend is a non-governmental organisation aiming to empower and encourage British 

Muslims to become more involved in media and politics in the UK. They have 

numerous fundamental aims that encourage participation of an under-represented 

and vulnerable society. The aims include: encouraging voting and political 

engagement, ensure that anti-Muslim prejudice is considered as socially 

unacceptable as other forms of discrimination and develop a more tolerant Britain. 

They offer workshops for schools that help dispel the myths and prejudices 

associated with Islam and also offer resources on their website for classroom 

lessons. 

                                           (Mend, 2018) 

http://www.concord-leeds.org.uk/
mailto:Shahab.adris@mend.org.uk
https://mend.org.uk/
https://twitter.com/mendcommunity
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The Religion or Belief Hub (Leeds City Council) 

Email: leedsfaith@leeds.gov.uk 

Social Media: @LeedsCC_Faith (Twitter) 

The Religion or Belief Hub is the engagement forum between local faith communities 

and Leeds City Council who meet four times a year; all members of faiths and 

religions are welcome to attend these meetings. They state this impacts the way 

Leeds City Council plan and deliver their services in their considering of what needs 

each faith or religious community are to be addressed. The Hub is a practical 

example of how different religions conduct interfaith work in order to meet the needs 

of their individual and joint communities.  

                                                  
(Leeds City Council, 2017) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:leedsfaith@leeds.gov.uk
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Places of Worship 

This section of the directory includes places of worship in Leeds that we have 

identified as being useful for RE teachers to organise potential visits and to develop 

contacts. We have chosen these particular places due to their wish to engage with 

schools, especially secondary schools where these visits could encourage pupil 

development. The selection of religions we have used reflects those contained within 

the Leeds Locally Agreed Syllabus for RE, which we therefore see as useful to visit 

alongside studying the subject. 

Pennine Learning (see above) have already compiled a similar directory of contacts 

that can be found at: 

https://penninelearning.com/_downloads/21_3_Faith+Visitors+List+Sep17.pdf.  

We have selected some places of worship acknowledged by Pennine Learning that 

we feel are the most useful to RE teachers in Leeds. In addition, we have listed any 

other places that we feel visiting would benefit RE pupils in local schools, particularly 

secondary schools where the number of visits is usually rather low, as acknowledged 

by many religious establishments throughout our research. The list below is 

organised by religion and then by denomination of religion, which is then 

alphabetised for ease of use. It is not ordered by the usefulness of contacts as we 

felt that all of the places of worship had something unique and valuable to offer.   

 

Church of England (Anglican) 

Leeds Minster 

Address: St Peters House, Kirkgate, Leeds, LS2 7DJ 

Telephone: 0113 245 2036 

Email: contact@leedsminster.org / Education Officer – 

educationofficer@leedsminster.org  

Website: http://www.leedsminster.org 

Leeds Minster is based in central Leeds. They have an education officer who is 

interested in arranging visits for both primary and secondary schools in Leeds. RE 

school visits to the minster focus on Christianity, places of worship, symbolism, 

beliefs and practices, festivals and crosses from around the world. Visits can also 

focus on the historical aspects of the minster, for example stained glass windows. As 

mailto:contact@leedsminster.org
mailto:educationofficer@leedsminster.org
http://www.leedsminster.org/
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the education officer is very flexible in their approach to what a school visit to Leeds 

Minster entails, visits can be tailored to suit different syllabuses and abilities. 

 

 

 

 

 

 

 

(Wikipedia, 2018) 

 

 

 

All Hallows 

Address: 24 Regent Terrace, Leeds, LS6 1NP 

Telephone: 0113 242 205 

Email: vicar@allhallowsleeds.org.uk 

Website: http://allhallowsleeds.org/ 

All Hallows is an inclusive Christian Community in inner-city Leeds exploring the 

meaning of faith in the 21st century. With other Christian Communities in the area, 

they work for justice, reconciliation and to inspire hope. All Hallows' aims to put its 

faith into action and has a focus on social justice, including Fairtrade and LGBT+.  

 

 

(All Hallows Church, 2011) 

 

 

 

 

 

http://allhallowsleeds.org/
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Saint Barnabas 

Address: The Vicarage, 2 Church Farm Garth, Shadwell, Leeds, LS17 8HD 

Telephone: 0113 265 4926 

Email: office@stbarnabasalwoodley.org.uk 

Website: https://stbarnabasalwoodley.org.uk/ 

Saint Barnabas is a vibrant, open evangelical Church of England in North Leeds. 

They welcome visits from both primary and secondary schools. This church has a 

range of services aimed at children and young people, ranging from All Age worship, 

Messy Church and Sunday School. This church gives a mix of worship styles 

including informal, contemporary and traditional worship.  

 

 

(Saint Barnabas, 2018) 

 

Saint Bartholomew's  

Address: 31 Hill End Crescent Armley, Leeds, LS12 3PW 

Telephone: 0113 279 7766 

Email: frmwstbart@gmail.com 

Website: http://www.stbartsarmley.org.uk/ 

Saint Bartholomew's is a Church of England Parish based in Armley and is rooted in 

the Anglo-Catholic section of the church. This church does a 'Messy Church' service 

at 11am on the last Sunday of every month. Saint Bartholomew's is situated directly 

across from its Church school and encourages visits from any Primary and 

Secondary schools.   

 

(West Leeds Country Park, n.d.) 

mailto:office@stbarnabasalwoodley.org.uk
https://stbarnabasalwoodley.org.uk/
mailto:frmwstbart@gmail.com
http://www.stbartsarmley.org.uk/
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Saint John the Baptist Church  

Address: Church Lane, Adel, West Yorkshire, LS16 8DW 

Telephone: 0113 267 3676 

Email: info@adelparishchurch.org.uk 

Website: http://adelparishchurch.org.uk 

Saint John the Baptist Church is a parish church in Adel and is a grade one listed 

church building.  This church offers a 'Junior Church' every Sunday at 10am, which 

runs all year except August and Christmas.  

 

(Adel Neighbourhood Forum, 2013) 

 

Saint Michael and All Angels 

Address: 16 Shire Oak Road, Leeds, LS6 2DE 

Telephone: 0113 274 3238 

Email: tony@whatmough.org.uk 

Website: http://www.st-michaels-headingley.org.uk/ 

Saint Michael and All angels' is an open and inclusive Church in the Liberal Catholic 

tradition of the Church of England. They also have an emphasis on social justice and 

are a fair trade and eco-church.  

 

 

 

 

 

 

mailto:info@adelparishchurch.org.uk
http://adelparishchurch.org.uk/
mailto:tony@whatmough.org.uk
http://www.st-michaels-headingley.org.uk/
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(Wikipedia, 2018b) 

 

Other Christian Denominations 

Moortown Baptist Church 
Address: 204 King Lane, Leeds, LS17 6AA 

Telephone: 0113 269 3750 

Website: https://www.moortownbaptistchurch.org.uk/ 

Social media: https://www.facebook.com/MoortownBaptistChurch/ (Facebook) 

Moortown Baptist Church are a church based on community values. They engage 

with local primary schools to host Rewind to Easter and Rewind to Christmas (two 

days of learning about what Moortown Baptist Church consider the real reasons of 

the festivals to be). They also offer Move Up: sessions which help prepare Year 6 

students for their transition to high school. Moortown Baptist Church also has a 

Children’s Worker who regularly goes out to lead school assemblies. 

 

(Moortown Baptist Church, 2014) 

Saint Anne's Roman Catholic Cathedral 

Address: Cathedral House, Great George Street, Leeds, LS2 8BE 

Telephone: 0113 245 4545 

Email: cathedral@dioceseofleeds.org.uk  

Website: www.leedscathedral.org.uk  

This Cathedral church is the seat of the Catholic Bishop of Leeds and is therefore 

the primary place of worship for Catholics. Visiting this location would be beneficial to 

anyone wishing to learn about a Catholic church and mass, or to anyone researching 

the Catholic faith. The grand interior of the Cathedral is also useful to schools 

wanting to teach about symbolic Catholic imagery and worship.  

 

 

 

https://www.moortownbaptistchurch.org.uk/
https://www.facebook.com/MoortownBaptistChurch/
mailto:cathedral@dioceseofleeds.org.uk
http://www.leedscathedral.org.uk/
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                                                 (Diocese of Leeds, n.d. b) 

Universities Chaplaincy in Leeds 

Address: Chaplaincy, Emmanuel Centre, University of Leeds, Leeds, LS2 9JT. 

Telephone: 0113 3435071 

Email: chaplaincy@leeds.ac.uk 

Website: http://unichaplaincy.org.uk/ 

The Universities Chaplaincy in Leeds offers pastoral and spiritual support for the 

students of the University of Leeds, Leeds Becket University and Leeds College of 

Art. The Chaplaincy is home to a range of different chaplains, ranging from Roman 

Catholic, Anglican, Baptist, Methodist, Quaker and has chaplains specifically for 

Chinese Christian Students and international students. The chaplaincy puts on a 

range of events and clubs such as mid-week communion, Cafe Church and hosts 

societies. 

 

(Universities Chaplaincy in Leeds, 2018) 

 

 

 

Islam: 

Leeds Grand Mosque 

Address: 9 Woodsley Road, Leeds, LS6 1SN 

Telephone: 0113 246 8789 

Email: contact@leedsgrandmosque.com 

Website: https://www.leedsgrandmosque.com 

Leeds Grand Mosque is the largest mosque in Leeds. They welcome and offer 

educational sessions to both primary and secondary school classes. They organise 

an Annual School Exhibition every spring term: a two-week period where they focus 

especially on welcoming students and members of the public into the mosque, 

encouraging any kind of question to be asked. They also offer an outreach service 

where volunteers go visit local schools to engage with pupils and offer advice to RE 

teachers currently teaching Islam.  

 

mailto:chaplaincy@leeds.ac.uk
http://unichaplaincy.org.uk/
mailto:contact@leedsgrandmosque.com
https://www.leedsgrandmosque.com/
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   (Leeds Grand Mosque, 2016) 

 

Iqra Centre 

Address: 4-6 Carr Manor Crescent, Moortown, Leeds, LS17 5DH 

Telephone: 0113 216 9347 

Email: admin@iqracentre.org.uk 

Website: http://www.iqracentre.org.uk/ 

The Iqra Centre, established in 2001 and located between Moortown and 

Meanwood, offer educational services to local Muslims including Quran School on 

weekday evenings with separate classes for boys and girls. Please note: there is a 

charge for these classes. They also welcome visits from both primary and secondary 

schools that wish to engage with local Muslim communities in Leeds. 

 

(Iqra Centre, 2018) 

 

Judaism 

United Hebrew Congregation Leeds  

Address: 151 Shadwell Lane, Leeds, LS17 8DW 

Telephone: 0113 269 6141 

Email: office@uhcleeds.com 

Website: http://www.uhcleeds.com 

United Hebrew Congregation is an independent orthodox synagogue that welcomes 

visits from both primary and secondary schools. United Hebrew Congregation Leeds 

are keen to engage with pupils on an interactive basis instead of only delivering long 

talks to pupils. The school visits are arranged with volunteers and therefore should 

be booked well in advance.  

mailto:admin@iqracentre.org.uk
http://www.iqracentre.org.uk/
mailto:office@uhcleeds.com
http://www.uhcleeds.com/
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(Jewish Communities and Records, 2013) 

 Buddhism 

Jamyang Buddhist Centre Leeds 

Address: 31 St Paul’s Street, Leeds, LS1 2JG 

Telephone: 07866760460 

Email: smile@jamyangleeds.co.uk  

Website: Jamyangleeds.co.uk  

Social media: @jamyangleeds (Twitter) 

Jamyang are a Buddhist centre in the heart of Leeds city centre, and have a vast 

educational programme, and welcome school visits (however please note they do 

ask for a donation). They also offer meditation classes and classes on Buddhist 

teachings. They specialise in Tibetan Buddhism, meditation and also host special 

teachings and events.  

 

(Jamyang Buddhist Centre, 2016) 

Wat Buddharam Leeds  

Address: 45 Cliff Road, Headingly, LS6 2ET 

Telephone: 01132741927 

Email: thaitempleleeds@gmail.com 

Social Media: https://www.facebook.com/Happiness-and-Peace-from-Leeds-Thai-

Temple-443903039103633/?ref=br_rs  (Facebook)  

Wat Buddharam is a Thai Buddhist Temple located in the Hyde Park/Headingley 

area. They welcome visits, and also offer Thai cooking classes which are free to all 

mailto:smile@jamyangleeds.co.uk
mailto:thaitempleleeds@gmail.com
https://www.facebook.com/Happiness-and-Peace-from-Leeds-Thai-Temple-443903039103633/?ref=br_rs
https://www.facebook.com/Happiness-and-Peace-from-Leeds-Thai-Temple-443903039103633/?ref=br_rs
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members of the public. They give an insight into the lifestyle of those following 

Buddhism in Thailand.  

 

(Wat Buddharam, 2018) 

Sikhism  

Guru Nanak Nishkam Sewak Jatha Leeds UK  

Address: 78 Lady Pit Lane, Beeston, Leeds, LS11 6DP  

Telephone: 01132760261 

Email: Info@gnnsileeds.com 

Guru Nanak Nishkam Sewak Jatha (GNNSJ) UK is a non-political, religious 

charitable organisation committed to the service of humanity. It promotes the 

advancement of Sikhism based upon the teachings of the ten Guru's and Siri Guru 

Granth Sahib Ji. They welcome school visits for both primary and secondary school 

students. 

 

(GNNSJ Leeds, 2018) 

The Sikh Temple Leeds 

Address: 192 Chapeltown Road Leeds 

Telephone: 01132629073 

Website: https://www.facebook.com/leedsgurdwara/ (Facebook) 

The Sikh temple is one of the biggest Gurdwaras in Leeds and is elaborately 

decorated both inside and out. They welcome visits from all members of the public 

and try to conduct school visits wherever possible. From their website, it seems that 

mailto:Info@gnnsileeds.com
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there is a keen sense of community spirit with a focus on the importance of 

music/song. 

 

(Leeds Gurdwara, 2018) 

Hinduism  

Leeds Hindu Mandir  

Address: 26 Alexandra Road Leeds, West Yorkshire, UK, LS6 1RF  

Telephone: 01132307106 

Website: www.leedsmandir.org.uk 

Social Media: @LeedsMandir (Twitter) 

Leeds Hindu Mandir welcome visits from Primary Schools and Secondary schools. 

They are a welcoming community keen to engage with schools from Leeds and offer 

valuable educational experiences for all including watching worship rituals. 

 

(Leeds Hindu Temple, 2018) 

 

 

 

 

http://www.leedsmandir.org.uk/
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Schools, University Societies and Projects 

We have included this section within the directory as it is useful to those wishing to 

understand the role of religion within educational institutions across Leeds. Schools 

in Leeds are important establishments to consider when discussing the link between 

religion and education in Leeds because as previously acknowledged, RE is 

compulsory in the UK. In addition, university societies and projects have been 

incorporated into this directory as it is useful to see how religion is organised and 

represented within the scope of Higher Education. This may be particularly useful to 

RE teachers in Leeds as these societies could help demonstrate to students how 

religion could be expressed whilst at university. As university societies often organise 

enrichment activities such as residential trips or cinema nights, this could be a useful 

example for RE teachers to use in order to demonstrate to their pupils how in Leeds 

people could belong to a religious organisation without necessarily believing in the 

religion itself. This has been ordered in the above headings.  

 

Schools: 

All Schools under Leeds City Council 

Website: www.leeds.gov.uk/residents/children-families-and-carers/schools-and-

learning/schools-search 

This link to the Leeds City Council website page lists the contact details for both 

primary and secondary schools in their boundary. The schools used in the project 

https://www.leeds.gov.uk/residents/children-families-and-carers/schools-and-learning/schools-search
https://www.leeds.gov.uk/residents/children-families-and-carers/schools-and-learning/schools-search
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were only academies and maintained schools. The schools would be useful to 

contact if religion and religious education in an educational setting wanted to be 

further explored, however, this could only be conducted with relevant consent.  

 

 

 

 

 

 

 

University Societies: 

CathSoc  

Address: Leeds University Union, 4 Lifton Place, Leeds, LS2 9JZ 

Email: cathsoc@gmail.com 

Website: http://www.uilcc.org 

The Catholic Society of the University of Leeds is primarily to allow students a place 

of support and networking when students may need a ‘home from home’. It hosts 

socials throughout the year allowing students to meet fellow like-minded students. 

The society also hosts Mass at Leeds University Catholic Chaplaincy, to which all 

are welcome. They would be a useful contact in aiming to look at the sociological 

implications of religion in an institutional setting. 

                                                              

(CathSoc, 2018) 

 

Hindu Students’ Forum (NHSF)  

Email: nhsf.leeds.committee@gmail.com 

Website: http://nhsfleeds.wixsite.com/nhsf-leeds 

Social Media: @NHSFLeeds (Twitter) 

mailto:cathsoc@gmail.com
http://www.uilcc.org/
mailto:nhsf.leeds.committee@gmail.com
http://nhsfleeds.wixsite.com/nhsf-leeds
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The Hindu Students’ Forum aims to ‘protect, preserve, practice and promote’ Hindu 

Dharma amongst the Hindu Student Population. They do this by hosting arrange of 

different events which capture cultural, educational, spiritual and social events. This 

allows students support and guidance whilst away from home.  

 

(Hindu Students Forum, 2018) 

Leeds University Union Christian Union (LUUCU) 

Address: Leeds University Union, 4 Lifton Place, Leeds, LS2 9JZ 

Email: communications@luucu.com 

Website: http://www.luucu.com/contact.html 

Social Media: @itsLUUCU (Twitter) 

The LUUCU are a student-led group who aim to share the message and news of the 

life of Jesus with all other students at University allowing a continuation of a Christian 

heritage on campus which has existed since 1915. They note that they are a 

Christian Union not a Church and so are united by core Christian truths rather than 

denomination.  

 

(Leeds University Union Christian Union, 2018) 

 

Leeds University Union Islamic Society (ISOC) 

Address: Leeds University Union, 4 Lifton Place, Leeds, LS2 9JZ 

Email: info@leedsisoc.com 

Website: http://leedsisoc.com/contact/ 

Social Media: @leedsisoc (Twitter) 

mailto:communications@luucu.com
http://www.luucu.com/contact.html
mailto:info@leedsisoc.com
http://leedsisoc.com/contact/
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ISOC is a network available for students to socialise, organise, cultural, educational 

and spiritual activities as well as providing a voice in expressing the opinions of 

Muslim students at University. The society is run by students for students and 

although it particularly represents Muslim students, students from all cultures, 

backgrounds and beliefs are welcome to join and participate in any events. The Ahlul 

Bayt society is also another Islamic society and the two often work together.  

  

 

 

 

 

(Leeds Islamic Society, 2018) 

 

Leeds University Union Student Christian Movement (SCM) 

Address: Leeds University Union, 4 Lifton Place, Leeds, LS2 9JZ 

Email: scmleeds@gmail.com 

Website: https://www.luu.org.uk/student-christian-movement/ 

The Student Christian Movement are a community of students aiming to follow Jesus 

and build relationships with one another and the wider world. They encourage 

students from all denominations and are all inclusive towards the LGBTQI 

community. They hold socials throughout the years and attend events run by local 

churches, communities and other faith groups.  

 

(Student Christian Movement, 2018) 

Projects: 

Amina Easat-Daas – Counter-Islamophobia Kit Project Officer 

Email: a.easat-daas@leeds.ac.uk  

Website: https://cik.leeds.ac.uk  

Social Media: @aeasat (Twitter) 

mailto:scmleeds@gmail.com
https://www.luu.org.uk/student-christian-movement/
mailto:a.easat-daas@leeds.ac.uk
https://cik.leeds.ac.uk/
https://twitter.com/aeasat
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Amina is one of the project officers and the first point of contact for the project 

funded by the European Commission – ‘Counter-Islamophobia Kit’ (CIK). The project 

reviews anti-Muslim literature and narratives and propose counter-narratives which 

aims to tackle Islamophobia across the continent, specifically looking at what would 

be beneficial in eight countries. The CIK project would be useful as it produced a test 

response to discrimination across a range of different countries with empirical data to 

support its claims. 

                                                          (Counter-Islamophobia Kit, 2018) 

 

Additional Resources 

As the directory's main aim was to give a broad overview of religion and education in 

Leeds, we acknowledge that some contacts may have not been included. To 

compensate for this, below are some additional resources which you may find useful 

if you would like to find more information regarding religion and education in Leeds.  

 

A Church Near You 

Website: https://www.achurchnearyou.com 

This website searches for Church of England churches near the postcode or location 

which the user inputs. It has a keyword search facility which allows users to search 

for particular features of a church they would like to know more about. This can 

include anything from an Easter service to whether the Church has a disabled 

access.  

 

Catholic Directory 

Website: http://www.dioceseofleeds.org.uk/churches/parishes/ 

Above is a website link to the Catholic directory of churches in Leeds. It contains the 

name and postcode of all Catholic churches in Leeds Diocese and includes a map of 

where these churches are located. 

 

https://www.achurchnearyou.com/
http://www.dioceseofleeds.org.uk/churches/parishes/
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Mosque Finder 

Website: http://www.mosque-finder.com 

This website allows users to input a postcode. The website will then search for the 

contact details of mosques near the location inputted. It also contains website links 

for each specific mosque which would be useful for people interested in specific 

information about particular mosques in Leeds. 
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Appendix 3: Participant Information Sheet  

You are being invited to participate in a research project which will contribute to a collective 

report about Religion and Education in Leeds. Please take the time to read the information 

below which will outline the aims of the project. Involvement in this research is entirely 

voluntary – you can choose not to take part in this research without needing to provide a 

reason. If you decide to take part, you will be asked to sign a consent form and will be given 

this information sheet.  

What is the aim of the project?  

The project aims to investigate the relationship between religion and education in Leeds.  

The end result will be a collective report, presentation and directory which will be assessed 

as part of our undergraduate degree. The report and directory will be published on the 

Community Religions Project website (https://arts.leeds.ac.uk/crp/). As a participant you 

will be invited to the public presentation of the research.  

Who is being asked to participate?  

People in Leeds that are involved with religion and/or education.  

Who will be conducting the project?  

The researchers are undergraduate students studying Religion at the University of Leeds. 

They are taking part in a module called The Religious Mapping of Leeds. You can find out 

more about this module here: https://arts.leeds.ac.uk/crp/religion-in-leeds/mapping/  

What will participation in this study involve?  

The study will involve a variety of research methods. You are being invited to take part in an 

interview. The interview will last up to one hour and you will be asked questions about your 

involvement in and experiences of religion and education in Leeds.  

Will I be recorded?  

Unless you request otherwise, audio recordings of interviews will be made on a digital 

device so that the researcher can refer back to the conversation and produce accurate 

quotations in the report. We will seek written permission before recording the interview, 

and no-one outside of the project will have access to the recordings, the recording will be 

securely stored on university servers. If you feel uncomfortable about being recorded but 

still wish to participate, please contact us and alternative arrangements can be made.  

What are the benefits and disadvantages of taking part in this project?  

https://arts.leeds.ac.uk/crp/
https://arts.leeds.ac.uk/crp/religion-in-leeds/mapping/
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This project aims to build on existing academic knowledge about religion and education in 

Leeds. The completed project may be useful to you in your work around religion and 

education.  

You may feel that some topics which are covered during the course of the interview are 

sensitive. If you are unhappy with the questions that are being asked, or wish to withdraw 

an answer, you may:  

· Refuse to answer a question  

· Ask for particular comments to be withdrawn during the interview, or within a week of 

being interviewed  

· Withdraw completely from the research proceedings without needing to provide a reason, 

until the report is submitted in April 2018.  

Will the information be confidential?  

Quotations from your interview may be used in the completed report. Unless otherwise 

requested, your responses will be anonymous.  

In this case, we would refer to the interviewee by using a pseudonym, and/or by gender, 

age or other characteristics. This means that even if anonymous you may be contextually 

identifiable.  

Who will supervise the project? The project is supervised by Dr Mel Prideaux 

(m.prideaux@leeds.ac.uk; 0113 343 30461).  

If you have any more queries, comments or concerns please do not hesitate to contact 

Sarah Derbyshire at ll14s2d@leeds.ac.uk or our supervisor Mel Prideaux. Many thanks for 

your time.  
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Appendix 4: Consent Form 

 

 

 

 

 

 


